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ABSTRACT 
Learning never takes place in a vacuum; it is the result of social interactions and 
always occurs within a particular context. The rationale for the present study lies 
on the social-interactive nature of writing outlined by Nystrand (1986). It views 
cognitive and social theories of writing as two complementary forces, and both of 
them share a contextual relationship in a writer's composing processes. Put in this 
way, writing is not only seen as an individual act but a social dynamic process of 
meaning-negotiation between writer and reader in a particular context. 
A 15-week ethnographic research with naturalistic and interpretive inquiry about two 
Secondary Four students' writing behaviour, the study here was aimed at exploring 
the complex relationship between students' composing processes and the writing 
contexts that shape their writing. Two student writers were studied on how they, in 
controlled school setting and in natural home setting, performed their writing tasks. 
Authentic and detailed investigations were conducted with triangular research 
methodologies, using questionnaires, interviews, journal entries and written artifacts. 
In this study, writing context is limited to the institutional variables such as provision 
of writing inputs, time limit, physical environment condition, and student and teacher 
beliefs and practices that are common to the EFL Hong Kong writing culture. 
Examining the student writers on their perceptions towards cultural contexts and 
contextual variants helps to raise our awareness to the type of learning environment 
that the students could find most conducive for their learning of writing. The 
results of the study suggest that physical environment and teacher's role in 
instructing writing tasks are the most essential elements accounting for the ways 
students approach writing. The study also provides implications for an essentiality 
of developing self-reflection and idea-originality in achieving students' writing 
autonomy. 
It is suggested that future research on writing pedagogies might wish to complement 
the qualitative and quantitative insights in exploring some associated concerns 
between students' perceptions regarding writing and their written products. This 
line of research might have rich possibilities for studying the relationship between 
students' written texts, contexts of writing and students' interpretations on learning 
of writing. Further studies are also essential in investigating a greater variety of 
contexts responding to different subcultures of writing in order to benefit students 
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CHAPTER 1 - INTRODUCTION 
1.1 Overview 
The present study is an ethnographic research about two EFL Secondary Four 
students' writing behaviour. It aims at exploring the relationship between the 
student writers' composing processes and the cultural contexts of writing that shape 
them. The focus of the study is to examine how the school writing culture and the 
natural context of students' home environment influence the students' 
composing processes, 
written products, and 
perceptions and attitudes regarding writing. 
For this study, naturalistic and interpretive inquiry is adopted with a primary 
concern on students' meaning in learning of writing and its elicitation and exposition 
by the researcher. The research design embraces multiple perspectives of the 
student writers, their English teachers and the researcher, arising from multiple 
sources of data presented. The purpose of this chapter is to give readers a brief 
framework of the study in order to set the boundaries within which this study needs 
to be understood and interpreted. By presenting the relevant aspects of the study, 
which will be elaborated on in the following chapters, it is hoped that the readers will 
be able to conceptualise the foundation on which the study is built. 
1.2 Background of process writing and pedagogical approaches to writing 
in Hong Kong 
This section will give a brief account of the background of the present study, that is, 
the development of process writing and the pedagogical approaches to writing 
implemented in Hong Kong secondary schools. Writing is an essential component 
1 
in the language learning process, no matter in first language (LI) or second language 
(L2), because it is a way by which ideas can be expressed and knowledge made 
"visible". Research on writing, originating from different theoretical perspectives, 
has given rise to various principles and theories that inform the pedagogies and 
practices implemented in writing classrooms. Interest in how writing is taught has 
been advocated in the ESL/EFL writing research field since the 1980s. 
Recent writing studies have shifted the focus from the artifacts produced by a 
writer to the process in which the writer is involved when composing. The process 
approach is a shift from the traditional emphasis on written products. The focus on 
products presupposes a.kind of teaching where students are instructed to imitate 
models presented by the teacher. Writing practices are very much restricted and 
directed in content, organisation and linguistic structures. This controlled approach 
is criticised because it inadequately prepares students to express their ideas and 
thoughts for communication purpose. The process approach, on the other hand, 
moves attention from the form of the end product to the means. It is grounded on 
studies, mainly qualitative and ethnographic, of writing strategies and styles. It 
claims that the writing process is a "non-linear, exploratory and generative process 
whereby writers discover and reformulate their ideas as they attempt to approximate 
meaning" (Zamel, 1987b p. 267). 
This understanding of writing has influential implications for the teaching of 
writing. Put in this way, writing teachers come to understand the importance of 
providing students with the opportunity to actually experience the process of 
composing and to understand that writing is the "making of meaning out of chaos" 
(Zamel, 1987b, p. 275). However, how writing teachers implement process writing 
fraught with institutional constraints and attitudinal resistance still remains a puzzle. 
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In the case of Hong Kong, the teaching of writing at both primary and 
secondary levels is predominantly teacher-dominated and product-oriented (Stewart 
& Cheung, 1989; Pennington & Cheung, 1995). The product-oriented writing 
culture of Hong Kong is believed to over-emphasise language correctness at the 
expense of idea and content. Although most teachers believe that helping students 
understand the importance of textual coherence and meaning-discovery is essential in 
teaching writing, they predominantly attend to low-level features in students' writing, 
i.e., grammatical accuracy rather than discourse coherence (Lee, 1998). In this 
sense, writing is considered to be another practice of grammar reinforcement; there is 
a lack of awareness about the nature of writing. In its stead, students are 
accustomed to considering grammatical issues in English writing and even to using 
avoidance strategies to prevent the possibility of creating imgrammatical language. 
Meanwhile, classroom research shows that there is a growing interest in the 
process approach of writing (Brock, 1994, 1995; Pennington 1995a, 1995b; Tsui, 
1996). In contrast to the "one-shot" attempt by students to produce written texts 
and the "one-shot" effort by teachers to evaluate students' work, the focus of process 
composing instruction regards writing as a set of behaviour and skills to be co-
operatively developed and facilitated in the classroom, in an orientation leaning 
more towards interpretation and less towards transmission of information (Murray, 
1980). While research on the practices of process writing in different cultures is 
conducted, contextual constraints and attitudinal resistance derived from the 
characteristics of students and teachers and other aspects of the particular 
educational setting may inhibit the implementation of the process approach. 
In conclusion, the implementation of the process approach of writing into Hong 
Kong writing classrooms is still a controversial issue, and the writing pedagogy 
remains predominantly product-oriented. Based on the said research tendency, it is 
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claimed that provision of instructional materials and other training associated with 
teaching techniques for process writing are compellingly required by writing 
practitioners. Hong Kong students will benefit from the process approach provided 
that the innovation is modified with a sensitivity to students' individual learning 
characteristics and needs within the current homogeneous educational setting. 
1.3 A deficit? 
Although many aspects ofESL/EFL writing have been considered and studied, few 
attempts have made student writers an essential part of the process of the discovery 
wherein they provide their interpretations of the writing context and its effects. 
There are case studies of writers that focus exclusively on the writers in the act of 
writing; they seldom reveal that individual writers may possess a set of attitudes and 
beliefs regarding writing (Purves, 1988). According to Lauer and Asher (1988), 
writing studies would require access not only to student writers and their texts but 
also to the writing context. Based on this premise, the present study is going to 
present how student writers interact with writing approach in school and at home, 
and how the contextual aspects of the writing environment influence students' 
composing processes. Put in this way, cultural and contextual elements are essential 
in this study. 
1.4 Rationale and significance of the study 
The rationale for the present study lies on the process-oriented writing approach with 
its integral focus of social-interactive nature of writing which is outlined by Nystrand 
(1986). It views cognitive and social theories of writing as two complementary 
forces, and both of them share a contextual relationship in a writer's composing 
processes. In other words, writing is regarded as a dynamic process ofmeaning-
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negotiation among writer and reader in a particular social context, and language 
functions as a mediator between context and cognition. The present study adapts 
this social interactive model of writing and accounts for the context of writing that a 
writer is engaged in. It is believed that the better we come to understand the context 
which gives rise to language learning, the more likely we can understand the 
essential differences between the ways in which that language is used. 
At the same time, each individual constructs his or her own sense of the context 
in which learning is taking place, making it difficult to make any sweeping 
statements about the most suitable context for learning. Rather, examining student 
writers on their perceptions towards writing context and its contextual variants helps 
to raise our awareness of the type of learning environment that students would find 
most conducive to their writing. Accordingly, the present study puts the two 
student writers and their composing behaviour in certain writing contexts at the 
centre of inquiry. In this study, the students play a central role as both writers in the 
act of writing and learners with specific perceptions and attitudes regarding writing, 
revealing a shared set of beliefs with other learners in that particular learning 
environment. By bringing the students to the forefront of the research inquiry, the 
study builds up a visible connection between the existing classroom pedagogy and 
the students' innate perspectives towards writing. 
1.5 Overall objective of the study and research questions 
The ultimate purpose of this ethnographic study is to provide EFL teachers and 
researchers an understanding of the relationship between students' composing 
processes and the contexts that shape their writings. Possessing a cultural 
sensitivity towards language teaching and learning processes, the present study is 
situated in the culture of writing in Hong Kong secondary schools in general, and in 
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the classroom writing culture and the writing context at student's home environment 
in particular. It should be noted that a seemingly homogeneous cultural umbrella 
is full of subcultures — differences in writing approach, individual perceptions of 
physical writing environments, institutional concern of teachers and students, and 
other variables changing perspectives and beliefs — that construct to the study. 
Hence, the study will start with one broad question about the context in which 
writing is taught and learned in Hong Kong, and then move on to study the sub-
cultural factors affecting students' writing behaviour. Such a base further enables 
the researcher to investigate whether the dichotomy between product- and process-
oriented approaches of writing is reflected in Hong Kong secondary schools. The 
following questions will therefore be addressed: 
1. What are the students' perception and attitude about writing in general, and about 
the manner in which writing is taught in school in particular? 
2. What are the composing processes of the student writers performing writing tasks 
in school and writing tasks at home? 
3. How do the students perceive their writing behaviour under a naturalistic setting 
(at home) and under a controlled setting (in school)? What are the similarities 
and differences between the two settings? 
4. To what extent are the students' composing processes affected by the contexts in 
which they locate and find themselves? 
1.6 Organisation of the thesis 
This section will provide an overview of how information is organised in this thesis. 
Chapter One will provide an overview of the present study in order to set the 
boundaries within which the study needs to be understood and interpreted. The 
boundaries are mainly related to the questions on student perceptions and attitudes 
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regarding writing, and contextual elements that influence students' composing 
processes. 
Chapter Two will present a historical overview describing the development ofESL 
and EFL writing research with the reference to the native English speaking (NES) 
composition theories. It will then move on to describe how writing researchers 
build the knowledge base ofL2 writing process research and its relationship to the 
present study. A description of writing pedagogies that have been recently 
implemented in Hong Kong secondary schools will end the chapter. 
Chapter Three will focus on the study by examining the basis for the methodologies 
used to examine the research inquiry. It will start with the context of the study by 
placing the study within the broader research orientation of ethnographic approaches. 
It will then describe the overall research design and procedures of the study, showing 
how the different sources of data used for the study fit into the whole. 
Chapter Four will present and analyse the results of the background questionnaire, 
pre-study and academic-history interviews, as well as teacher interviews. It aims at 
providing the characteristic descriptions of the two student writers, with the reference 
to their perspective towards the current writing pedagogies. 
Chapter Five will provide the textual evidence enriching the contextual dimension 
of composing processes. It will depict the cognitive writing processes of the two 
student writers by analyzing their written texts, complemented by the data gathered 
through students' journal entries and retrospective reports. The data will be 
interpreted from the student writers' perspective while they go through the 
composing processes in which they negotiate writing problems. The ways in which 
the students justify and evaluate their own composing processes will complete the 
discussion. 
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Chapter Six will present an overview of the immediate physical environment of the 
writing context and the nature of the personal interactions occurring in the context 
emerging from the findings in students' journal entries and follow-up interviews. It 
will focus particularly on the personal interpretations and perceptions of the two 
student writers that give rise to writing in their school writing environment and the 
home writing environment. It will end with a brief summary of the significant 
contextual factors affecting students' composing processes. 
Chapter Seven will summarise the findings by discussing the major issues arising 
out of the study and suggest some implications of the study for both student writers 
and writing teachers. Finally, it will review the limitations of the study and provide 
some possibilities for further research. 
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CHAPTER 2 - LITERATURE REVIEW 
2.1 Overview 
Stephen Krashen (1984), a second language acquisition theorist, once claimed that 
there was a lack of second language writing research before the 1980s. Nearly ten 
years later, Silva pointed out that, "There exists, at present, no coherent, 
comprehensive theory of L2 writing. This can be explained in part by the newness 
of L2 writing as an area of inquiry" (1993, p. 668). In fact, the progress ofESL and 
EFL (English as a Second and a Foreign Language) composition theory and practice 
has been based on the theoretical perspective borrowed and adapted from NES 
(Native English Speaker) composition research, as much as a decade or more later 
(Reid, 1993). The different approaches to NES writing research, to a great extent, 
have informed the current state of thinking on the teaching ofL2 writing research 
and practice. It, therefore, is necessary to refer to NES writing research 
developments in the discussion ofESL and EFL composition research. (For a more 
detailed discussion of NES writing research, see Appendix A) 
Chapter 2 will start with a historical overview describing the development of 
ESL and EFL writing research with reference to NES composition theories, and 
move to the knowledge base ofESL/EFL process writing research and its 
relationship to the present study. It will end with a brief description of writing 
pedagogies that have been practised in Hong Kong, and finally the suggestion of 
research gaps the present study will investigate. 
2.2 Review of ESL/EFL writing research 
2.2.1 Early ESL/ EFL writing research in NES context 
Traditionally speaking, many ESL/EFL writing teachers regarded writing mainly as a 
support skill of language learning. Writing was seen as a testing device to diagnose 
9 
grammar and comprehension errors. This phenomenon was informed by the early 
ESL/EFL writing research approaches which were initiated in the NES context, and 
gradually developed into a research field itself. 
2.2.1.1 Audio-lingual method 
Before the 1960s, many ESL classes in the U.S. were linked to citizenship classes for 
immigrants, focusing on oral language skills to allow the immigrant students to pass 
the citizenship exam and then to "become fodder in the industrial cannon through 
low-paying, unskilled jobs" (Reid, 1993). These jobs required few literacy skills, 
and hence, the ESL students in English classes were assumed to have little need for 
writing skills. 
This political rationale for underplaying the importance of writing in English 
was in step with the linguistic notion about language and language pedagogies 
during the first three decades of the field of teaching English as a second language 
(TESL). During this period, the audio-lingual method (AIM), which was rooted in 
the behaviourist theories, was the dominant language teaching methodology. The 
ALM is based on the behaviourist work of psychologist B. F. Skinner which required 
teachers to provide oral model language patterns (the stimulus) to the students who 
would repeat the pattern (the response) until the language structure becomes a 
language habit. The ALM emphasised spoken language as primary, leaving writing 
last in the order of language skills to be learned (Larsen-Freeman, 1986). Writing 
in language class was only used to reinforce what students have learnt to say. In 
other words, writing was seen as a supporting language skill, instead of a rhetorical 
and cognitive creation, an expression of ideas and an exploration of one's thoughts. 
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2.2X2 Controlkd writing 
From the late 1960s there was a recognition by the English language teachers and 
researchers of the needs for ESL/EFL students to write for academic and 
occupational purposes (Kaplan, 1988; Kroll, 1991). However, there was a lack of 
experience and knowledge about writing pedagogies among the teaching profession. 
The language teachers continued to focus on sentence-level construction and on the 
teaching of grammatical sentence structures in students' compositions (Kroll, 1991). 
As a result, ESL/EFL writing continued to be taught and guided by the structuralist 
view of language until the 1970s. Writing was regarded as another way of 
practising grammar; the teaching of writing still focused on grammatical sentence 
structures and served as a kind of grammar class. Students were asked to master 
one bit of grammar at a time, and then add each new bit to those already learnt. 
This practice was called controlled writing in which students were taught to "create" 
texts by manipulating and copying text elements from fixed patterns; these patterns 
were learnt by imitation with minimum requirement of linguistic maturity (Reid, 
1993). 
2.2.1.3 Guided writing 
In the late 1970s, as ESL/EFL teachers became more aware of the contemporary 
practices in NES composition, a movement from strictly controlled writing to guided 
writing and free writing occurred (Raimes, 1978; Carpenter & Hunter’ 1981). 
Teachers directed students to focus on one part of the writing task at a time and 
prepared carefully guided composition activities in which students manipulated a 
text. Nevertheless, students could rarely create texts themselves, and the content of 
the texts was typically considered incidental to the practice of sentence or rhetorical 
patterns (Leki, 1992). The exercises of guided writing and free writing were 
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language-based; they concentrated on vocabulary building, reading comprehension, 
and grammar exercises that culminated in a piece of writing. 
In short, the philosophy of controlled, guided, and free writing that grew out of 
the ALM held that student's grammatical awareness of the language was expected to 
arise out of practice with structures. It was believed that with constant practice of 
language structures, students would learn the language, and therefore be able to 
transfer the repeated skills to original utterances. As a result, even as recently as 
the 1970s, the language-based approach to the teaching of writing prevailed in many 
ESL/EFL classrooms. On the other hand, researchers of second language 
acquisition have suggested that language should not be limited to stimulus-response 
behaviour (Krashen, 1982). Instead, language learning should be a process which 
learners should have control over. Writing classes that stress repetitions of 
language structures were argued to constrain the creative process of composing (Leki, 
1992). 
2.2.1.4 Product-based approach 
To carry on the notion that writing was a creative process of meaning-discovery, the 
purpose of writing classes has changed since the 1980s. Writing researchers 
acknowledged the value of writing for generating language. Some ESL/EFL 
teachers and researchers initiated a writing-based pedagogy (Lawrence, 1973; 
Buckingham, 1979; McKay, 1981) which aimed at helping students become 
independent over the writing processes. During the early 1980s, many textbooks 
approached writing from a pattern/product perspective. Using the pattern/product 
approach, writing researchers and teachers had students extend the previous bit of 
language exercises to form sentence patterns and then to combine the sentences to 
form paragraphs, leading to the formation of whole essays as final products. 
12 
Students were given some typical English essay patterns, assuming that learning and 
imitating these basic patterns would enable them to transfer the skills to the writing 
of acceptable academic prose and, in effect, to pour their writing content into the 
prepared discourse forms (Leki, 1992). 
The movement towards an ESL/EFL version of the current traditional approach 
was a significant step in L2 writing research, which emphasised the written product 
in terms of analysing discourse at word, sentence, and paragraph level, and 
classifying discourse into different writing genres. It continued to concentrate on 
using appropriate organisational techniques for presenting materials, while language 
forms were also given a central role in writing. Consequently, the current-
traditional rhetoric writing approach has continued to benefit the writing classes 
today, as if form precedes content, as if composing is a matter of adopting 
preconceived rhetorical frameworks, and as if correct language form takes priority 
over the purpose of writing (Zamel, 1983). 
2.2.2 A paradigm shift? 
The focus on language forms soon gave way to a new era in ESL/EFL writing 
research as teachers of ESL/EFL gradually moved away from the traditional product-
oriented paradigm. A paradigm shift in NES writing was related to the teaching of 
ESL/EFL composition (Zamel, 1976; Hairston, 1982). In order to have a clear 
picture of this tremendous growth of ESL/EFL writing studies, a brief description of 
this paradigm shift in LI composition research field is presented in the first place. 
In the early 1970s, LI composition research expanded from focusing on studies 
investigating the effect of some pedagogical treatment on written products to an 
exploration of the act of writing itself (Krapels, 1990). Before this period, theories 
of writing were derived from logic or prescriptions pertaining to what student writers 
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should learn; and composing was examined to be a linear step-by-step process 
through the use of the experimental and quasi-experimental research approaches. 
The traditional, prescriptive and product-centred paradigm that characterised writing 
pedagogy began to change. It was a moment when researchers, writers and 
scholars looked beyond an examination of written texts to inquire about the nature of 
composing itself. Researchers asked questions such as, what happens when writers 
compose? Can writing processes by which individuals give shape and meaning to 
written texts be observed and documented? The growing interest in these questions 
resulted in the growth of a new, young field. Since the early 1970s, studies of 
composing processes have emerged as exciting avenues for research and inquiry. 
Writing researchers and teachers conducted studies on writers' composing processes 
which involved recursive steps that they moved through as they constructed written 
products. Young (1978) noted that the current traditional product-centred paradigm 
for writing instruction was replaced by a fresh approach that concentrated on the 
composing processes. This new focus led to a revolution in the teaching of writing, 
as what Hairston (1982) called a paradigm shift. 
This change from a product-centred perspective to a process-centred 
interpretation made a major contribution to writing research in general since it 
postulated many possible suggestions for studying writers' composing behaviour. 
For the first time in the history of teaching writing, there were specialists doing 
controlled and directed research on writers' composing processes. Methods for 
data collection began to include naturalistic inquiry such as case study research, with 
detailed observations of a single case over a period of time or of a small group of 
writers during a single situation. Researchers borrowing from cognitive 
psychology used a technique called think-aloud protocol which required writers to 
14 
speak their thoughts when they were composing or planning the writing (Flower & 
Hayes, 1980a; Flower & Hayes, et aL, 1986). 
Emig's The Composing Processes of Twelfth Graders (1971) was hailed at the 
time as "an audacious venture into relatively unexplored territory" (Hairston, 1982, p. 
78). This was the first study to respond to a process-oriented question, “How do 
students write?" and also the first to devise a method to study students' composing 
processes. In her research, Emig asked her student writers to "compose aloud," to 
say whatever came to their minds as they wrote. By using the think-aloud protocol, 
Emig looked closely at the writing behaviour of eight twelfth-grade students. This 
classic study revealed the complex, non-linear nature of composing processes. 
Basing their studies on the developments of LI writing research, ESL/EFL 
composition researchers such as Zamel 1976, 1983; Perl, 1979; Raimes, 1978, 1983; 
and Jones, 1985 suggested studying writing with a process-focused approach. 
2.2.3 The process writing movement and its implementation 
in ESL/EFL writing classrooms 
2.2.3.1 The process writing movement 
While teachers ofNES writing classes gradually moved away from the traditional 
paradigm, ESL/EFL writing teachers and researchers stayed with the approach longer, 
but gradually moved away in the mid-1980s. They became aware of the paradigm 
shift in writing and considered the extent to which the findings ofNES process-
oriented studies could be related to the teaching of ESL/EFL composition (Zamel, 
1976; Hairston, 1982). Since then, there has been a growing dissatisfaction against 
the traditional product-oriented approach with an established focus on written 
products. It was claimed that writing process was not linear but recursive and 
convoluted - "Writers are able to modify chunks of discourse or original plans as 
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they review their writings, reconsider its function and distance themselves from it in 
order to meet the readers' expectations and writing purposes" (Zamel, 1983, p. 166). 
Writing assumed greater validity as a cognitive and communication skill between 
writer and reader. The act of composing can include a number of features which the 
writer may use to develop meaning: 
finding ideas, 
imagining ways of expressing and elaborating ideas, 
thinking about ways to organise ideas, 
revising and evaluating what has been written or what has been planned, and 
transcribing and revising. 
2.2.3.2 Process writing in ESL/EFL writing classrooms 
The growing interest in process-oriented research also resulted in a closer 
examination of the teaching of writing. Lawrence (1975), Zamel (1976 1982), 
McKay (1981), Taylor (1981) and Raimes, (1983) were amongst pioneering 
researchers to stress the value of process writing in ESL/EFL classrooms. Since the 
mid-1980s, an increasing number ofESL conference papers have explored the idea 
of adopting process approaches to ESL and EFL students. 
Composition studies for ESL and EFL students paralleled the prior research, in 
NES writing: Students were encouraged to explore a topic through writing, to share 
drafts with teachers and peers, and to use each draft as a beginning for the next draft. 
Most of the early ESL/EFL writing studies could be classified into three types: (1) 
investigating student writers' composing processes, (2) examining process-oriented 
approach to writing instruction, and (3) looking at the difference between LI and L2 
writers' composing behaviour. 
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Since that time, many ESL/EFL writing teachers and researchers have accepted 
and implemented the new approach of process writing. According to Raimes 
(1987) the process movement in writing pedagogy allowed students to generate 
ideas from their own experience and knowledge, and they were provided with the 
opportunity to explore a variety of systematic methods of discovery in their writing. 
Writing textbooks then also shifted the concentration to students' personal writing 
and their development of narrative voice, while downplaying the role of language 
mechanics of the written product (Reid, 1993). 
Being translated to language classroom contexts, process writing also called for 
providing an encouraging and collaborative workshop environment for students in 
which students were given ample time and minimal interference for their writing. 
Teachers would work as facilitators who help students develop viable strategies for 
getting started to write, drafting, revising and editing throughout the processes 
(Zamel, 1976, 1983,1987a, 1987b; Raimes, 1983 1985; Spack, 1984; Krapels, 
1990). Moreover, the writer became the centre of attention who took an initiative 
role in the discovery and expression of meaning. 
The acceptance of the concept of process writing in the teaching profession, 
however, has been a controversial issue over the last two decades. In fact, its 
implementation was limited by institutional and contextual factors. First, the lack 
of experience and knowledge about teaching composition among ESL and EFL 
teachers caused a negative effect in the field. Very few of them had received formal 
training in teaching writing and even fewer graduate ESL and EFL programs 
included separate courses in teaching writing. Most ESL and EFL teachers were 
primarily language teachers, not writing teachers, who would be less likely to 
abandon the traditional views of teaching writing and more likely to resist the de-
emphasis on grammar characteristic of process methodologies (Leki, 1992). Even 
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if they were required to teach writing, teachers often continued to rely on the 
traditional approach focusing on sentence-level construction and grammatical 
accuracy of the final product. The process approach was also criticised by the 
profession on the grounds that the multiple-drafting processing failed to prepare 
students for the demands of the academic essay examinations with its single draft 
restrictions and designated topics (Horowitz, 1986). Finally, the process approach 
was accused of giving students a misunderstanding that grammatical accuracy was 
less important. In terms of effects of introducing the process concept to writing, 
Celce-Murcia (1991), Tsang and Wong (1992, 1993), Casanave (1994) indicated that 
product approach caused substantial improvement in content and discourse 
organisation, but no noticeable improvement in grammatical accuracy was found in 
students' writing. 
In conclusion, the field of ESL/EFL writing research has expanded significantly, 
paralleling the studies of NES writing research over the past two decades. Some 
researchers focused on studying writers' composing processes such as composing 
and revising strategies, while others concentrated on the developmental processes of 
student writers. According to Smoke, "Students already have inside them much of 
what we are trying to teach, and our challenge is to find what is already here" (1987, 
p. V). The current research trend of writing is that only by studying the composing 
processes of individual writers can the writing profession evaluate the 
appropriateness of the teaching methods and approaches as a whole. This is the 
assumption underlying many works in the current writing research field. 
2.3 Current research trends in ESL/EFL writing research field 
2,3.1 The case-study research approach 
The research designs of ESL/EFL writing studies have developed mirroring the 
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studies of NES writing research. Similar to the early NES writing studies, the 
research designs of ESL/EFL writing studies were partly modeled on the 
experimental approach. Although some of them were designed within a case-study 
approach, researchers would look to control as many variables as possible such as 
writing topics, writing settings and the length of time allotted to compose. By 
observing writers as they compose in controlled and clinical settings, a great deal 
could be inferred about their cognitive activities, and more new issues would arise 
that seem worth studying. In the following years, the writing profession has 
continued to conduct studies on writers of different ages and abilities ranging from 
young children to adults, from basic writers to professionals in a laboratory condition 
(Pianko, 1979; Lay, 1982; Zamel, 1983; Raimes, 1985). Audio-tapes, video-tapes 
and composing aloud protocols have been used for data collection. Analyses were 
designed to discover writing patterns and construct process writing models and 
theories. However, writing researchers of the early studies were to be distant from 
the study; they would merely observe and take field-notes but not participate in the 
studies. This practice reflected the thinking at the time that laboratory experiments 
would work equally well and produce findings equally useful and generalisable. In 
other words, writing researchers attempted to keep a distance from the studies and 
work at being as objective and informed as possible when they reported the findings. 
In contrast, based on the premise of the paradigm shift to process writing, 
writing has been regarded as a process of meaning-discovery and idea-exploration. 
Throughout the process, ideas were explored, clarified and reformulated, and more 
ideas became assimilated into the developing pattern of thoughts as the process 
continued. In this sense, writing was a process which was largely out of 
researchers' sight, and therefore it should not be studied only by an observer standing 
aside and watching and documenting the complex phenomenon. Instead, 
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understanding the leaming-to-write situation from the learners' points of view should 
be given special attention. 
2.3.2 The social nature of writing 
Based on an idea that writing was conditioned by social and cultural factors, the 
current research focus since the mid-1980s has changed to explore the issue of how 
social circumstances shape learning of writing. Structural social theorists such as 
Bizzell (1986) and Bruffee (1986) argued that composing did not occur only for an 
individual (expressive) or in the head (cognitive), but occurred in a complex social 
setting which affected the ways in which writers composed. Writing researchers' 
task was hence to examine in some detail how the social context/setting affected the 
composing processes. Likewise, Reither (1985) raises an important and forward-
looking question: How do the social contexts that shape our lives influence what we 
say and write? Put in this way, the role of social knowing in the composing process 
has caught the attention of the field. 
2.3.3 Ethnographic research and composing processes 
The once simple act of studying writing processes was said to engender a range of 
theoretical, social, psychological, methodological and pedagogical problems. 
Consequently, research on writing could no longer be an objective activity conducted 
by an observer standing aside and documenting the process based on experimental 
designs; rather, it was a philosophical act in which researchers had to be aware of the 
stances they were taking and the ways they situated themselves in the studies (Perl, 
1994). Researchers were expected to speak through the studies making their own 
perspective explicit. According to Bishop, 
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It is at about this time, 1985, that the dominant model of cognitive, 
positivist research into composing begins to undergo a sea change, 
with more and more researchers looking at naturalistic 
methodologies and gravitating toward ethnographic methods and 
the more naturalistic methods of teaching research. (1999 p. 12) 
When the researchers moved closer to studying composing process, they came to 
understand that what they have tried to describe might not be the truths of laboratory 
science but the truths of human life which shaped and created one's intended 
meaning. 
Writing was considered to be an expression of the complex relationship between 
writers and the contexts that shaped their writing. Composing was negotiated by 
writers within the social and biographical factors which influenced writing behaviour 
of any individual. Accordingly, research designs better suited to studying 
humanistic inquiry such as ethnography were used, resulting in a small number of 
subjects in single process writing study. Using the ethnographic research approach, 
writing researchers entered a specific setting to collect data and to analyse writing 
processes and practices in the specific culture-related communities such as job 
settings, family environments and language classrooms (Reid, 1993). This kind of 
context-based research was called thick description (Geertz, 1973). Ethnographers 
wrote a detailed account of what they observed in order to discover and understand 
the learning processes in a particular context and the way learners interpret their 
learning experience. Data were collected through the use of audio-taped/video-
taped interviews, participant observations, composing-aloud protocols, journal 
writings, and retrospective accounts of composing. (For a greater detailed 
discussion of the research approach, see Chapter 3.) In fact, the ethnographic 
approach has been proven to be the most effective way to record and analyse features 
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unique to L2 writing behaviour (Zamel, 1982 1983; Pfingstag, 1984; Raimes, 1985, 
1987; Cumming, 1987; Krapels, 1990; Silva, 1990, 1993). 
The process writing approach appears to be a lasting addition to ESL and EFL 
writing classes. The research and teaching experience from the field of NES 
writing continue to influence the field of ESL composition, mostly in positive ways. 
In future, the information flow may become more reciprocal, particularly in areas of 
collaborative techniques, and context-based discourse analysis may provide further 
insights into all writing research. 
2.4 How the development of ESL/EFL writing research influences 
the present study 
The historical overview of the ESL/EFL writing research field presented in the 
previous section influences the present study in the way of understanding how 
different elements of a writing context interact with students' composing processes. 
One integral part of process writing is the social-interactive nature of writing which 
makes the process pedagogy relevant to the present study. 
2.4.1 The social-interactive nature of writing 
I 
\ 
Since the 1980s, writing research has focused on the social aspect of writing that 
brings in four fundamental interdependent elements of writing, namely, writer, reader, 
language and context. The present study adapts the social-interactive model of 
writing suggested by Nystrand (1986). In the first place, it is claimed that the 
cognitive and social theories of writing are complementary (Flower, 1979). They 
share a contextual relationship in the sense that each influences and changes the 
others. Besides, writing is seen as a dynamic process of meaning-negotiation 
between writer and reader in particular social contexts, and language functions as a 
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mediator between context and cognition. In other words, the writer communicates 
with the reader through the text in which meaning is formulated and refined in the 
process. Based on the social interactive model of writing, the present study 
prepares student writers to be the active meaning makers who learn to communicate 
with their readers through the text, and the context of writing is also taken into 
account throughout the recursive process of writing. 
2.4.2 A false dichotomy between product- and process-oriented research 
The recent process movement in ESL/EFL writing research leads to a false 
dichotomy between process and product amongst the writing teachers. Process and 
product writing pedagogies are interpreted as two opposing forces to writing. 
However, as shown by Zamel (1987a), there is a misunderstanding about process-
oriented approach of disregarding the role of language/linguistic form. This 
misunderstanding towards process approach of writing dichotomises the integrated 
nature of writing into separate ideas of process and product. In fact, the original 
process-oriented proposal does not mean to disregard the product approach 
completely as the teaching profession still benefits from its pedagogies. Rather, 
language forms are handled in the editing/revising stage of the writing process. 
Table 2.1 below presents a comparison of the characteristic of process and product 
writing approaches. 
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Table 2.1 Comparison of the Characteristics of Process and Product 
Writing Pedagogies (adapted from Scarcella & Oxford, 1992, p. 123) 
The Product Approach The Process Approach 
The teacher imparts knowledge of writing. Students discover effective writing 
techniques and strategies with the 
guidance of teacher. 
Students work alone. Writing is viewed as a collaborative, 
social process. Students assist one another 
in composing texts. 
Writing topics are teacher-controlled. Writing topics are student-controlled. 
Ideas are formulated before the students Writing shapes and refines thought, 
write. Writing is the act of transferring Students create meaning through writing, 
ideas to paper. Students do not create 
meaning. 
Students do not write for real audiences. Students write for real audiences. 
— — — — • — • ' — — “ — - - • — I - - — — ^ ― — • ' • • I*. I •.— • , ' 
Students are discouraged from making Errors are considered natural and are 
errors. corrected in the final stages of the writing 
process. 
••• •• • • • u - - r-n-'—i •,.•, • • • : "issasaags • -'.. •• ••! ••• . ' - •• 
Grammar is taught in isolation. Grammar is taught in the context of 
writing for communication. 
Feedback is given when the writing is Feedback is given throughout the writing 
finished. process. 
Students are evaluated on the basis of their Students are evaluated on the basis of the 
finished texts only. quality of their total writing process. 
The present study tries to incorporate the essence of the process approach in the 
sense of enabling writers to become aware of their composing processes while they 
work on the written products. Specifically, two dominant features of process 
writing have contributed to the logic behind the design of the present study. 
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2.4.2.1 Continuous recursiveness of process toward a content-oriented 
perspective 
Process writing moves focus from the form of a written product to the process 
generating the product; the most effective process feature discovered is that writing 
is not a linear outline-draft-revise process but a "non-linear, exploratory and 
generative process in which the writer discovers and reformulates ideas as he/she 
attempts to approximate the intended meaning" (Zamel, 1987b, p. 267). In other 
words, writing is a recursive process where the writer continuously revises and 
refines his/her knowledge and meaning for a maximum effect. During the writing 
process, the writer refines his/her thoughts and creates the intended meaning through 
different writing stages. Murray (1980) distinguishes three stages in the writing 
process: pre-writing, drafting and revising. 
a) Pre-writing (or rehearsing): it involves finding a topic; finding out about the topic; 
thinking about the topic; letting ideas interact, develop, and organise themselves; 
and thinking about the audience and the purpose of the writing task. 
b) Drafting: it involves getting ideas onto paper in rough form. 
c) Revising: it involves evaluating and editing what has been written and making 
deletions, substitutions, add and re-organisations. 
Writing is a cyclic process in which several mental processes used to create a 
written product are reciprocal and interactive. The purpose of revision in writing 
makes clear to the writers that several drafts may be necessary before the precise 
intention and expression can be made. In other words, revision serves as a tangible 
record of how writer's ideas are generated, clarified and refined. In this sense, 
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students should be provided with an environment with ample time to write and 
rewrite so that they can come up with ideas and freely explore meaning in the 
recursive process. 
2.4.2.2 Learner-centred writing pedagogy 
The process approach of writing is also regarded as a learner-centred way of 
teaching. In a way, it underlies the principles of learner autonomy and individual 
differences that student writers "negotiate meanings of their own and make their 
voices heard" (Chu, 1997, p. 53). The learner-centred instructional methodology 
gives control to the learners which leaves room for their creativity and innovation. 
They may experience a more meaningful practice as a sense of possession over 
learning is displayed through the self-discovery process. Besides, as the approach 
focuses on content information and personal expressions of the writer (Zamel, 
1987b), writing practice is seen as less stressful to the student writers. Content is 
made throughout the processes while language form and correctedness are left to the 
last stage of revising. At the same time, teachers are not given a role of examiner 
or judge to the one-draft product; rather, they are supposed to be a collaborator/ 
facilitator who cultivates students' writing skills and gives advise in facilitating their 
meaning-negotiating processes. In sum, the process approach provides a learner-
and content-centred perspective to the teaching pedagogy implemented into 
classroom practice. It is believed that if student writers realise writing as a process 
through which they can explore and discover their meanings, then product is likely 
to improve as well. 
This study seeks to combine the best elements of both process and product 
approaches, with reference to individual differences of learners. The final product 
is not the only focus in the present study. Rather, student writers participating in 
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the study are provided with ownership over their writing in the hope that they can 
find their writing practices more meaningful. 
2.5 Review of writing pedagogies in Hong Kong secondary school context 
Learning does not occur in a vacuum but operates within a context; the context that 
this study is set is the Hong Kong secondary schools. The teaching of writing is 
attracting attention in Hong Kong and there is a growing community of researchers 
who are looking at writing (Tsang & Wong, 1992, 1993 2000; Tsui, 1996; Lee, 
1998). As mentioned in the previous sections, recent writing studies have shifted 
the focus from studying the written product to the process in which a writer is 
engaged when composing. Instead of perceiving writing as a process of 
transforming well-formed language forms, writing researchers now see writing as a 
process of creating and discovering meaning. Nevertheless, the puzzle is how the 
innovative dimensions of process writing can be developed and transformed into the 
existing traditional practice of writing in Hong Kong. Before examining the 
implementation of process writing in our context, a glance at teaching of writing in 
typical Hong Kong secondary classrooms will be presented. 
2.5.1 Teaching writing in typical Hong Kong classrooms 
Imagine a typical classroom in a Hong Kong secondary school; often there are forty 
or more students, sitting in packed rows, with one instructor teaching the whole class. 
English is seen as a foreign language or an auxiliary language which serves specific 
instrumental fonctions only. The only opportunities for students to use English are 
restricted to English language lessons. Outside the language classroom, English is 
seldom used in the students' home environment and their daily communication with 
peers. English television programs, newspapers and magazines are namely 
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watched nor read. 
Under normal circumstances, most students start learning English at primary 
school while some others may already start learning it in kindergarten, and then 
continue with an average of at least six to seven hours of English a week at junior 
and senior levels at secondary school. At the end of secondary five, all students are 
required to sit for the Hong Kong Certificate of Education Examination where there 
is an English writing paper which accounts for 26% of the total marks {Hong Kong 
Certificate of Education Examination Regulations and Syllabus, 2001). The 
teaching of writing in Hong Kong, at both primary and secondary levels, is 
predominantly teacher-dominated and product-centred (Stewart & Cheung, 1989; 
Pennington & Cheung, 1995). A typical writing lesson in secondary school usually 
consists of two periods lasting thirty-five to forty minutes each. In principle, the 
compositions are done during the class time in order to ensure that students cannot 
seek extra help from other resources and people, because such help is believed to 
make their written profile unreliable. At the beginning of the lesson, the teacher 
gives a writing topic to the class, and then spends some time discussing key points 
on the writing topic providing some useful expressions and vocabulary. Students 
are given the rest of the lesson time to write and are then required to hand in their 
compositions for teacher's marking and grades. They, however, are not given extra 
time for revision which is merely understood as corrections on grammatical errors 
before they resubmit their work. Moreover, based on the premise of "practice 
makes perfect" and the quantity-oriented approach, students are assigned an average 
often to twelve composition in an academic year producing the minimum number of 
words required. 
The product-oriented culture of Hong Kong has been criticised by writing 
researchers as over-emphasising language correctness at the expense of the writer's 
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meaning. Students' compositions are graded in terms of language, content and 
organisation, with a relatively more attention paid to language mechanics. In other 
words, students are required to produce compositions which display their ability to 
accurately manipulate both language and mechanics, leading to a situation where 
they are unable to pay attention to ideas and meaning. Although most teachers 
believe that helping students understand the importance of discourse coherence and 
meaning discovery is essential in teaching writing, they predominantly attend to low-
level features in students' writing, i.e., grammatical accuracy (Lee, 1998). As a 
result, higher grades are given for accurate writing rather than thoughtful and 
enjoyable writing. Writing is gradually considered to be another practice of 
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grammar reinforcement, and there is a lack of awareness about the nature of writing 
among the students. 
2.f>.2 Tmplementation of process writing in Hong Kong context 
At the same time, there is evidence of change toward a process-oriented writing 
instruction at secondary and tertiary levels: 
The ultimate aim in the teaching of writing is to enable the 
students to communicate, to express ideas and opinions, and to 
record important facts or to convey their thoughts to an intended 
reader. (Hong Kong Education Department, 1994) 
Classroom research also shows that there is a growing interest in process writing in 
Hong Kong (Brock, 1994, 1995; Pennington, 1995b; Tsui, 1996). In contrast to the 
"one-shot" attempt by students producing written language form and "one-shot" 
effort by teachers evaluating students' work, the process approach regards writing as 
a "set of behaviour and skills to be co-operatively developed and facilitated in the 
classroom, in an orientation more towards interpretation and less towards 
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transmission of information" (Murray, 1980). In this sense, students are 
encouraged to collaborate with other students who help each other generate ideas 
and act as audience giving feedback on content of their peers' drafts. 
While research on the practices of process writing is conducted, there are 
institutional and contextual constraints derived firom the characteristics of our 
students and teachers and other aspects of the educational setting. Put in this way, 
the process writing presents organisational problems leading to disruption of 
"normal" teaching patterns (Stewart & Cheung 1989; Caudery, 1995; Pennington & 
Cheung, 1995; Tsui, 1996). Some existing contextual factors in the Hong Kong 
writing classrooms that interact with the nature of writing are unfavorable to the 
application of process writing. Pennington and Cheung (1995) have tried to 
develop a profile of the educational context in Hong Kong secondary schools in 
relation to the innovative teaching practice of process writing, describing the process 
of adoption of innovations and how it is perceived by Hong Kong teachers and 
students. The implementation of the process approach in Hong Kong is constrained 
in several ways: 
a) Writing is a complex activity which requires much time and effort to achieve a 
competent level. However, the demands of the syllabus in other language area 
compete for the time needed to fully implement the process approach to writing. 
As a result, writing teachers are constrained by less time available for teaching 
writing in terms of lessons per week and overall course length; 
b) Writing teachers teaching large classes usually have a heavy marking workload 
and generally operate under rigid school directives and prescribed existing 
textbook materials which are not optimal for implementing the process approach; 
c) Most teachers are not familiar with the process approach, have received no 
training to implement the approach and also lack suitable process writing 
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materials. It costs them too much time and energy to prepare pedagogical 
materials for the implementation of the new approach; and 
d) Hong Kong students are generally inexperienced writers with limited English 
proficiency and limited knowledge of specific language features and written 
genres. In addition, being influenced by the traditional "spoon-feeding" 
approach to learning, they are not practising an active and critical attitude 
towards peers' writing. Consequently, they can only give neutral comments 
while carrying out peer reviews which is not the original intention of the 
approach. 
Based on the said research tendency, the application of process writing into Hong 
Kong language classrooms is still a controversial issue, and the writing pedagogy 
remains predominantly product-oriented. It is claimed that the provision of 
instructional materials and other training associated with process writing are 
compellingly required by the writing practitioners. Hong Kong students can benefit 
from the innovation provided especially if it is modified with a sensitivity to the 
students' learning characteristics and individual needs under the educational setting. 
2.6 Research gaps 
2.6.1 The influence of students self-perceptions of language proficiency 
on their writing abilities 
When studies on L2 writing finally began in the early 1980s, they revealed some 
basic similarities between LI and L2 writers. Writing researchers began endorsing 
imitation of LI writing classroom practices in ESL and EFL writing classrooms. 
The research findings supported the idea that L2 writing classes need to shift the 
study focus from language mechanics to composing process. Since the writing 
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processes of LI and L2 writers were claimed to be similar, it was assumed that L2 
writers should be taught in the same way as LI writers were taught (Leki, 1992). 
The idea that LI and L2 writing processes were basically similar has been 
generally accepted; however, some important differences also exist. It was 
essential to be cautious about what extent to which the pedagogical shift in the 
teaching of LI writing determined the research focus in ESL and EFL writing. In 
other words, it should not be swung too far in the direction of treating ESL and EFL 
students like native speakers of English. In spite of the research findings, all of us 
who experienced writing as ESL and EFL writers could find that the process of 
writing in L2 was startlingly different from writing in our LI. For this reason, it 
was suggested tiiat an adaptation rather than a wholesale adoption of LI writing 
instruction should be placed in L2 teaching of writing. 
The language proficiency distinction between LI and L2 writers was claimed to 
be the most significant writing difference between LI and L2 writers. Although 
some researchers argued that the ability to engage writing strategies appeared to be 
independent of the writers' language proficiency (Cumming, 1989), many unskilled 
ESL and EFL writers found difficulties in writing in English because of the 
relatively low language proficiency and unfamiliarity with the language. Studies of 
cognition as information processing also suggested that our cognitive resources were 
limited; and therefore if processing capacity was being used for one function, other 
functions could only make use of whatever capacity was left over (Bereiter & 
Scardamalia, 1987; quoted by Leki, 1992). In other words, while ESL and EFL 
student writers had to use part of their cognitive capacity to focus on language 
because of the unfamiliarity with the language, other functions of planning and 
organisation might not be engaged with full capacity as a result. According to 
Freedman et al., "Constraints of writing, without full proficiency, in a second 
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language may impose psychological limitations on people's abilities to conceptualise 
their intended meaning and its organisation as discourse" (1983, p. 10). 
In this sense, the reason accounting for the writing difficulties that ESL and 
EFL student writers encountered was partly their self-perception towards the average 
or even poor levels of English. They imposed psychological limitations on their 
abilities to conceptualise the ideas for their writing. It seems that they were able to 
plan but less able to put their plans and ideas into words with corresponding 
language forms. The psychological limitations prevented students from further 
discovering their intended meaning throughout the writing processes. Further, they 
diminished writers' satisfaction and enjoyment gained from composing. One of the 
research gaps that the present study aims to tackle is the puzzle of how and to what 
extent do students' perceptions of their language proficiency affect their writing 
abilities. 
2.6.2 The influences of different writing contexts 
on students composing processes 
As mentioned in Section 2.1, many of the composition issues since the 1980s have 
lent themselves to ethnographic study: observers entered a specific setting to collect 
data and to analyse writing processes and practices in the specific culture-related 
communities. In other words, writing research has taken into account the influence 
of contexts in which writers locate themselves on composing process. To put it 
simply, the contextual factors always shape writers in expressing their meaning in 
writing. Among the noteworthy studies, Graves's (1975) study is the earliest one 
which examined the composing processes of seven-year-old children by observing 
them in writing in school and at home. Graves was among the first to show 
evidence of discrete patterns and developmental shifts in the composing processes 
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among the young children in different writing contexts. 
In another well-known ethnographic study. Heath (1983) reported on a ten-year 
study of working class families in two communities. She interpreted the 
differences and relationships between attitudes and expectations concerning writing 
in school and at home. Likewise, Berkenkotter (1983) observed Donald Murray, a 
well-known writer and writing teacher, when he wrote at home and in his office. 
We came to see through Berkenkotter's study that the composing process was indeed 
affected by the contexts in which writers found themselves. Berkenkotter also 
voiced a concern that writing arose out of specific contexts and that approaches 
which attempted to control variables might have stripped away these contexts so that 
what remained was only the merest trace of what might have occurred in more 
natural settings. 
The above studies aimed at examining how contexts shape the composing 
process. Writing is not only viewed as a cognitive act but a cultural one as contexts 
in which writers compose are also taken into account. The scene of writing is more 
understood than as a room in which a writer is isolated and alone; it is a room in 
which the contextual factors that reside would shape the writer in expressing the 
meaning. The role of context in various facets of L2 writing, from textual 
characteristics to ways in which students approach writing, has been a research and 
pedagogical topic of investigation since the last decade (Kubota, 2000). 
Culture is seen as an essential element to facets of writing because it depicts the 
framework of beliefs which provide a normative basis for action and ultimately 
holds teachers accountable for the tasks involved in classroom pedagogy (Porter & 
Samovar, 1991). Put differently, in the process of developing an educational 
curriculum, we need to know the relationship with cultural context. In Hong Kong 
language classrooms, special attention should be given to the existing practice of 
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strong and stable systemic norms favouring product-oriented and examination-
centred goals for both teachers and students (Pennington & Cheung, 1995). These 
norms can be viewed as ultimately stemming from the tradition-authority orientation 
of Chinese teaching culture — a cultural expectation of authoritative control by the 
teacher over class activities and students' learning behaviour. Besides viewing 
students from the same cultural context reflecting homogeneous cultural elements, 
the present study will look at individual variables including learning attitudes, 
behaviour, inherent characteristics made by teachers and students, and nature of 
learning experience interpreted by the students under the same cultural context. 
2.7 Chapter summary 
While studies on composing processes conducted in native English-speaking 
contexts abound, there is a lack of such research studies in EFL contexts. The 
nature of EFL students' composing processes has not yet been folly examined and 
some of the areas are just beginning to emerge. It is necessary to replicate studies 
before we can begin to infer patterns understanding the writing process in all of its 
complexity. The research gap of finding the role of students' self-perceptions of 
language proficiency in constructing their writing abilities, and the puzzle of how 
different writing contexts affect students' composing processes, construct the 
rationale of the present study. 
As Leki states, "If we need to teach writers rather than to teach writing, we need 
to know who those writers are and what their goals might be ” (1992, p. 9). The 
present study will make student writers and their composing behaviour at the centre 
of inquiry. They are seen as different individuals reflecting the culture as a 
dynamic construction and are situated in particular relations to the context. This 
kind of information would be helpful for teachers to make writing tasks easier and 
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more suitable to the students. The focus is on what actually occurs in students' 
minds as they compose and how they make sense of what they are doing. In doing 
so, we grant human action central importance and enact the belief that looking 
closely at individuals can be a primary starting point for understanding them and 
their world (Perl, 1994). By examining the students' perspective to writing, we 
may be able to allow their innate perception and the difficulties encountered to 
dictate the existing practice and shape future syllabuses. We may also learn to 
adapt ourselves to students' needs rather than to impose on them what they ought to 
learn and how they ought to be taught, without helping them to extricate themselves 
from the knots and tangles in learning processes. 
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CHAPTER 3 - METHODOLOGY 
3.1 Overview 
3.1.1 Orientation 
The purpose of this chapter is to describe the methodology of the study - how the 
data for this study has been gathered, analysed and interpreted. The chapter will 
start with the context of the study by placing this study within the broader research 
orientation of an ethnographic approach. After this, the chapter will move on to a 
description of the overall research design of the study, followed by four specific 
research questions. Some major design considerations will also be discussed in 
their influences on the present study. The chapter will finally outline the procedures 
of the study, showing how the different sources of evidence used for this study fit 
into the whole. 
According to Smith and Heshusius, method can be defined into two ways: one 
pertaining to the tools used and the other encompassing the logic of justification 
referring to the theoretical principles and philosophical assumptions underlying a 
study (1986 p. 8). The purpose of this chapter is to show the logic of justification 
for this study and how such logic informs the data collection techniques used in 
conducting the research design. After reading this chapter, readers will be 
acquainted with the choices the researcher has made and the rationale behind these 
choices under different constraints imposed by the research context. 
3.1.2 Caveat 
First of all, the research design for this study is confined to a naturalistic context, and 
the real learning situation of the student writers has dictated the way data was 
collected. The present study does not aim at examining the knowledge "out there" 
in students' written texts but to construct through systematic inquiry the way students 
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describe their perceptions regarding writing. Moreover, in Brewer and Hunter's 
words, "There are impressions that need to be checked and assessed accurately at the 
outset, and surprising findings to be explained and explored in the aftermath" (1989, 
p. 53). The process of inquiry is not a one-way directional enterprise consisting of 
orderly steps but a process of knowing interpreted by the researcher. The 
perceptivity of the researcher and the researched has played a central role in the 
present study. 
3.2 Review of ethnographic research approach 
12.1 Defining Tt as a descriptive research approach 
I. 
Ethnographies, together with case studies, are characterised as descriptive research 
approaches. In a broad sense, they use observations and analysis of an already 
existing situation with as little alteration as possible (Lauer & Asher, 1988). The 
term ethnography, derives from ethnos means race or cultural group, and graphia 
which is writing or representing in a specific way in a specified field (LeCompte & 
Preissle, 1993). Ethnography is both a product - the book that tells a story about a 
cultural group, and also a process - the inquiry method that leads to the production of 
the book. Broadly speaking, it is a hybrid of studies of encultxiration and 
acculturation from anthropology, of socialisation and institutionalised education from 
sociology, and of sociocultural learning and cognition from psychology. On the 
other hand, ethnography is also an investigation process in which researchers employ 
different ways to study human behaviour. 
According to Potter (1996), there are four characteristics of ethnography: (1) 
inductive, (2) open interpretation of data within set of analytical categories, (3) 
intensive investigation on a small number of cases, and (4) analysis on an explicit 
interpretation of the meanings of language and human actions. Put in this way, 
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ethnographic inquiry represents a researcher's grounding in the naturalistic, holistic 
and subjective beliefs about empirical research. Participant and non-participant 
observation are used to obtain firsthand, sensory accounts of phenomena as they 
occur in real world settings with minimum purposive manipulation of variables. 
Ethnographers seek to "construct descriptions of the total phenomena within various 
contexts and to generate the complex interrelationships of causes and consequences 
that affect people's behaviour and their belief about the phenomena" (LeCompte & 
Preissle, 1993, p. 3). 
Moreover, ethnographers believe that all research is rhetorically situated and 
that research reports are rhetorically structured. In other words, ethnographies not 
only examine an individual subject's behaviour but also his/ her behaviour in the 
context of an entire environment. The researcher, who has identified and defined 
the environment, serves as a participant observer throughout a long period of 
observations. In the rhetorical situation, ethnographers "seek to document the 
cosmology, i.e., the knowledge and belief systems that contribute to the coherence of 
the cultural group" (Potter, 1996, p. 51). 
Culture is another essential component contributing to ethnographic studies. 
Culture can be defined as "the overall system of perceptions and beliefs, values and 
patters of thought that direct and constrain a social group" (Porter & Samovar, 1991, 
p. 15). It depicts the picture of how members of a particular social group act and 
why they should act It is also claimed that culture does not exist until an 
ethnographer puts it into context. Ethnographers are "rightly accused of making the 
obvious obvious because, quite literally, their task is to describe what everybody 
already knows" (Wolcott, 1987, pp. 41-42). The culture cannot be replicated 
because it lasts for a finite time; however, it can be entered and participated in when 
the researcher is canny enough to gain entry and the members of social group allow 
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such an entry of the researcher. Finally, this research experience is then textualised 
to gain multiple perspectives on the selected environment/ phenomenon, by using a 
variety of research techniques such as field notes, interviews, narrative inquiry, 
observational-descriptive narratives, introspective reports and physical artifacts to 
amass the data (Bishop, 1999, pp. 3-4). 
Since the 1980s, ethnography has become a popular and common research 
approach in writing research which aims to study how individuals behave and how 
they explain their behaviour. In the coming sub-sections, we will look more closely 
at the historical and methodological development of ethnographic approach, and then 
explore the move to and the reason for the growing interest in this approach. 
Origins ftf ethnography in anthropology 
Ethnography is rooted in anthropology and, since the late nineteenth and early 
twentieth century has been used by culture theorists to discover what their living 
world is like. Since that time, social scientists have tried to discover some kinds of 
laws and underlying patterns governing the human behaviour studied. They have 
used descriptive and taxonomic studies of natural history which are believed to be an 
appropriate model for the study of human behaviour. As a result, many early 
ethnographers were trained to be natural historians. (For the detailed description on 
the history of ethnographic research model, see LeCompte & Preissle, 1993, pp. 4-6.) 
Associating ethnography with cultural anthropology within a structural-
functional theoretical perspective derives from the insistence of anthropologists on 
defining ethnography in terms of culture concept (LeCompte & Preissle, 1993, p. 2). 
As mentioned briefly in the previous sub-section, ethnographies are analytic 
descriptions and reconstructions of intact cultural scenes, and they aim at re-creating 
the cultural scenes with shared beliefs, practices and behaviour of people. 
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According to Wolcott, an ethnographer's task is to "describe what everybody already 
knows” (1987, pp. 41-42); an ethnographer examines common-place human nature 
but treats it in an exceptional and unique way. It is an investigative process which 
allows researchers to study familiar scenes with discernment of details and generality 
for credible description. This practice of "making a familiar culture strange" is 
equivalent to the practice of "making it familiar" used by anthropologists studying an 
exotic culture. In short, no matter what the scope of study is, an ethnographic task 
is to reconstruct in some considerable detail the characteristics of the phenomenon 
studied. 
Evalutiftn of educational ethnagraphic research 
According to Spindler (1982,1987), educational ethnography can be classified as 
three varieties of ethnography, namely, anthropology-based, sociocultural-based and 
psychology-based. The first variety refers to a written representation of a culture 
while the latter two direct ethnographers to record, in an orderly manner, how people 
behave and how they explain their behaviour in the selected social aspect. The 
researched are people in situations, and ethnographers seek to understand the 
dynamic interactions between individuals in the social group. In this section, the 
main focus will be placed on educational ethnography and describe the way these 
varied research bases influence the multi-faceted research model. 
As mentioned above, the researched are people anywhere in the selected social 
aspect including students in school: 
Schools are communities (within larger communities) and classrooms are 
subsets of schools. Within the culture as a whole, schools have their 
distinctive patterns of behaviour, attitudes towards literacy, for example, 
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beliefs about education and about the roles of teachers and students. 
(Martin, 1987, p. 20) 
In this sense, educational ethnography is used to describe educational settings and 
contexts providing rich data about the activities and beliefs of participants in the 
settings. Such data represent educational teaching and learning processes and 
related results as they naturally occur in context (LeCompte & Preissle, 1993, pp. 7-
9). Nevertheless, educational ethnographic studies vary in focus, scope and 
research methods. Table 3.1 presents the different variations of educational 
ethnographies: 
Table 3.1 Classifications of Educational Ethnography 
(adapted from LeCompte & Preissle, 1993, pp. 8-9) 
Study focus Study scope Methods of execution 
Classic An interpretive, A homogeneous and Participant observation 
ethnography constructive geographically supplemented with a variety of 
description and bounded study site; ancillary techniques consisting 
explanation of the long-term and primarily of field notes 
culture, life ways and repeated residence of 
social structure of the the researcher at the 
whole group under study site 
investigation 
Micro- Small subsets of “Structured and Single data collection technique 
ethnography larger cultural limited schedules for without triangulating or 
systems such as a observation; corroborating from multiple 
single classroom supplementary data sources; life-history or 
design providing biographical interviews 
contextual data for 
survey or 
experimental study 
Quasi- Combination of traditional ethnographic concepts and methods AND other 
ethnography methods and theoretical frameworks in an interdisciplinary approach 
= _ _ _ = _ = = = _ = — = — — — — — — — — = = — — — — — — — — — 
42 
Educational ethnography and its qualitative design variants have moved from 
complementary methodologies in the education field to a position of assured 
legitimacy since the mid-1980s. However, as Table 3.1 shows, educational 
ethnography is neither a uniform discipline nor a well-defined field of investigation. 
In fact, there is no consensus in the field about what should be the most proper scope 
and method for educational ethnographic studies. Rather, many ethnographers are 
vague about what ethnography is, and most of the ethnographic studies before the 
mid-1980s make no mention of how the instructional method should be obtained and 
tested (LeCompte & Preissle, 1993). For studying problems and processes in 
education, it has nevertheless become a growing interdisciplinary fusion since it is 
widely- practiced by researchers from different traditions. Moreover, various 
methodological influences from areas such as educational psychology, educational 
sociology and evaluation research have also contributed to the richness of the field. 
The present study takes reference to the variations of ethnographies shown above and 
then combines them to construct an investigative model suitable for the context 
studied. (For the development of the research design, see Section 3.4.) 
12.4 The move to ethnographic approach in writing research 
Ethnography, together with case study, is close to classroom experience and both of 
these approaches can act as the foundation for qualitative research identifying 
variables for studies (Lauer & Asher, 1988). Moreover, ethnography is also 
valuable to studies examining the social context of composing and the influence that 
a writing environment imposes on written product. Some ethnographers such as 
Shirley Brice Heath (1983) have pointed out that composing is a process negotiated 
by writers within some social/ biographical contexts such as households, schools, 
classrooms and communities, believing that the contextual factors affect the writing 
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of any individual. By 1985 writing research had moved to a new era of looking at 
composing behaviour from a naturalistic perspective, and also of moving towards an 
ethnographic approach. 
In this sense, the ethnographic approach is the opposite of what Emig (1982) 
has called context stripping — writers being studied are moved from the natural 
settings such as classroom, office or library and put under controlled clinical settings 
for the examination of their composing processes. The laboratory environment tries 
to remove variables in a natural writing context; instead it creates "a context of a 
powerfiil sort, deeply affecting what is being observed and assessed" (1982, p. 67). 
The testing context has broken down writing activities into unnatural and unrealistic 
stages and procedures. As a result, researchers who doubt the early laboratory-
based writing studies re-address research from more of a naturalistic, holistic and 
subjective perspective, regarding writing as human inquiry. Ethnography as a 
research label has become an effective approach in writing research. 
North (1987) offers an initial definition of ethnographic approach in 
composition along with a discussion about its function, and reliability of field 
practices in the area. He points out the problem of variability of research designs 
and the lack of studies in general. After the publication ofNorth's (1987) book, 
The Making of Knowledge in Composition: Portrait of an Emerging Field, many 
researchers in writing have argued that ethnographic research should be adopted as a 
primary method to understand the complex literary cultures that occur in school and 
writing classrooms. This context-based approach illuminates previously neglected 
areas such as unique classroom culture of a single classroom (Bishop, 1999). 
Accordingly, if we are going to study the culture of writing in its full complexity, we 
not only need to look at the individual writer but also at the dynamic interactions 
between the writer and the social group with whom the writer is situated. The 
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collaborative situation of the writing classroom, personal and institutional histories 
and learning and teaching expectation are also taken into account (Bizzell 8c 
Herzberg, 1996 pp. 13-15). 
Summary 
Ethnography offers educational researchers an alternative research approach for 
describing, explaining and interpreting the operation of educational forms in the 
world. The main focus of educational ethnography is to examine the teaching and 
learning processes, the relationship among educational participants such as teachers, 
students, and parents and the sociocultural contexts within which educational 
processes take place. Moreover, educational ethnographers also put their effort in 
investigating the variety of forms education takes across cultures and among 
subgroups within a society by documenting individual lives of teachers and students 
for unique and common patterns of experience (LeCompte & Preissle, 1993). 
Together with the use of thick descriptive data and ethnographic reports, the focus on 
the participants' learning life and on the perspectives of those researched helps to 
strengthen the connections among research activity, educational theory and 
pragmatic concerns. 
3.3 Overall research design of the study and research questions 
Research design of the present study 
The study represents ethnographic research with a naturalistic and interpretive 
inquiry about two Secondary Four students' writing behaviour. The purpose is to 
explore the complex relationship between EFL students' composing processes and 
the contexts that shape their writings. Two student writers are studied on how they 
write at home and during their writing class in school, i.e., to study how they work in 
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both naturalistic and controlled settings. 
The present study adopts naturalistic and interpretive inquiry, starting with a 
primary focus of the study is interest in students' meaning in learning of writing and 
its elicitation and exposition by the researcher. Table 3.2 shows a clarification of 
features of this way of inquiry, which construct the base for the research design of 
the present study: 
Table 3.2 Interpretive Way of Inquiry for the Study 
(adapted from LeCompte & Preissle, 1993, pp. 24-25) 
Interpretive research techniques 
• 
Role of researcher Involved, subjective 
Role of researched Active collaborator 
Procedures Definition of terms to subject; Description of subject; Correlation/ 
association; Interpretation by researcher in conjunction with 
subject; Communication between researcher and subject 
Goals and Concern Comparison of results to similar and dissimilar processes and 
phenomena; Development of shared understandings regarding 
regularities in human behaviour in specific settings; Social 
structure as defined by self, i.e., what is going on within and 
between individuals 
Investigating process Achieving understanding of behaviour by analysis of social 
interaction, meaning and communication 
Origins of knowledge From shared understandings, historical and social context 
Focus Elicited meanings for observational behaviour; Inter-subjective 
understand 
3.3.2 Research questions 
The central questions posed in the study are listed below. These questions are 
subsumed under three parameters and will be investigated and discussed in the 
analysis chapters of this study (i.e., Chapters 4-6). 
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1. Student writers views regarding writing 
What are the students' perception and attitude about writing in general, and 
about the manner in which writing is taught in school in particular? 
2. The composing processes and the written products 
What are the composing processes of the student writers performing writing 
tasks in school and writing tasks at home? 
5. The influence of writing contexts on student writers composing processes 
How do the students perceive their writing behaviour under a naturalistic setting 
(at home) and under a controlled setting (in school)? What are the similarities 
and differences between the two settings? 
To what extent are the students' composing processes affected by the contexts in 
which they locate and find themselves? 
3.4 Some design considerations of interpretive way of inquiry 
Guided by the notion of interpretive inquiry, we will look at the underlying 
considerations that have influenced the research design in this section. Four design 
considerations will be discussed one by one in order to see how they influence the 
design of the present study. 
3.4.1 Cultural elements 
One of the most essential elements contributing to an ethnographic research is 
culture since ethnography is a representation of the lived experience of a convened 
culture. Accordingly to Porter and Samovar, culture is "the overall system of 
perceptions and beliefs, values and patterns of thought that direct and constrain a 
social group" (1991, p. 15). However, as an explicit statement of how people in a 
particular social group act and believe they should act, culture does not exist until it 
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is discovered by someone acting a role of ethnographer (Wolcott, 1987). In other 
words an ethnographer's task is to document the knowledge and belief systems that 
contribute to the coherence of the social group by inferring to the behaviour of the 
group members studied. 
On the same base, educational researchers and practicing teachers need to know 
how culture influences and informs their classroom pedagogy in the process of 
developing a teaching philosophy. An awareness of their students' cultures is 
essential, and only by coming to understand something of the culture can the 
researchers and teachers realise the importance of providing clues to assist their 
students in language learning (Valdes, 1986). 
Using cultural sensitivity in language teaching, the present study is situated in 
the culture of writing in Hong Kong secondary school in general, and the writing 
culture in classroom and the writing context at two specific students' home 
environments in particular. Even under a seemingly homogeneous cultural 
umbrella, it is full of subcultures: differences in writing approach, individual 
perception of physical writing environment, institutional concerns of teachers and 
students, and other variables changing students' perspectives and beliefs towards 
learning of writing. The study will put emphasis on studying how these sub-
cultural/ contextual influences affect the two students' composing processes, as weii 
as their perceptions and beliefs regarding writing. 
3.4.2 Naturalistic setting 
Ethnography observes an existing setting or situation where people's behaviour 
occurs naturally. In the process, ethnographers cannot rely on laboratory setting for 
purity of design or captive audiences for convenience. Rather, they need to go to 
the researched and maintain constant interaction with them. Likewise, the 
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researcher in this study is dependent on the student subjects for mutual dependency 
in a guided teaching setting. It is believed that each writer possesses his/ her own 
idiosyncrasies; we need to understand why it is important to pay close attention to 
the setting in which a writer composes, and what the writer can tell us of his/ her own 
processes. As a matter of fact, researching a single subject's composing processes 
for the richness of the data and the naturalistic insights to be gained has become a 
current research trend in the writing discipline while foregoing the generalizability of 
vast amounts of quantitative data gained from clinical/ experimental settings 
(Berkenkotter, 1983). 
^ T^ ole of the researcher 
Ethnographers not only are data collectors, but also "observers, storytellers, and 
writers" who record as faithfully as possible the studied phenomenon they see 
(Wolcott, 1975, pp. 115-116). The identity of ethnographers is the most significant 
research instrument in conducting such qualitative research. This identity is 
assumed within a culture and becomes part of the research design, as the researchers 
are dependent on and involved with the participants over a sustained period of time 
in the more intimate and complex ways of knowing (LeCompte & Preissle, 1993). 
Many ethnographers adopt a research technique called participant observation 
to verify that individuals are doing what they believe they are doing. Participant 
observation is a primary data collection technique typically used by ethnographers in 
which they try to blend in and take part in the subjects' learning activities. Some 
would define participant observation as a research approach; however, in this study, 
we discuss it as a method of collecting data which relies on observing, listening, 
asking questions, collecting things, and then recording the perceived and collected 
data in a systematic way. It is also combined with other data collection methods 
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such as survey, interview, artifact and document collection. When all these methods 
are employed together, participant observation is rather a time-consuming study 
which has to be planned over a unit of time and carried out as a cycle of events. 
Participants-as-observers then enter into the learning or social life of the researched, 
sometimes assuming an insider role, but often playing the part of a snoop. They try 
to become familiar with the participants in the group in order to allow comfortable 
interactions with the research subjects. 
In the present study, the participant observation takes place in a guided teaching 
setting with each student subject seeking to learn the research questions from the 
subject's worldview. (For more details, see Section 3.5.2.) The researcher is able to 
legitimise herself as both a participant and an observer with two student subjects. 
Having acquired a familiar role in the ready available relationship, there are few 
perceptual screens in the mind of the subjects, and more mutually dependent 
interactions can be made throughout the study period. 
14.4 Subjectivity versus objectivity 
According to LeCompte and Preissle (1993), research designs can be categorised 
along a subjective-objective continuum; ethnography is a subjective experience for 
both participants and researchers, providing a thick description and interpretation of 
the studied phenomenon. The most realistic approach for ethnographers to attempt 
a balance between their bias and reactivity of participants is to suspend the 
preconceived notions and existing knowledge of the phenomenon while integrating 
the knowledge of both the researcher and the participants. Accordingly to 
LeCompte and Preissle (1993), researchers may have familiarised themselves with 
related empirical research and used general theoretical frameworks to initiate their 
studies; however, they should respond to the setting as if they are totally unknown to 
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it so that more accurate descriptions about the phenomenon can be constructed. 
This practice permits researchers to focus on participant constructs, and also 
sensitises them to their own subjective responses. 
Subjective perception of researchers and participants serves as a distinguishing 
feature of ethnography amongst the qualitative research frame. In the past, 
discovering and describing the objective reality through researchers' interpretations 
was a central issue for conducting research. Contemporary researchers, on the 
contrary, recognise the interpretations of participants to be important, even if they are 
different from those of the researchers. Moreover, it is believed that there are many 
"stories" told by the participants and their perceptions always represent realities to 
the phenomenon being studied. These stories from the participants' world-views 
are claimed to be more honest and accurate to the extent of reality studied. As a 
result, portraying these realities of participants becomes a big challenge in 
contemporary ethnographic research (LeCompte & Preissle, 1993). Instead of 
adopting an objective approach using conceptual categories and explanatory 
relationships to structure the analysis, the present study accounts for the participants' 
own constructs in framing the research design so as to capture as much of the 
contextual reality as possible. 
3.5 Selection of subjects for the study 
3.5.1 Description of subjects 
The selected subjects are two Secondary Four students, one from a band-one 
English-medium and the other from a band-two Chinese-medium secondary schools 
in Hong Kong (see Table 3.3). They are Hong Kong Cantonese speakers who have 
learnt English as their foreign language for 10 years and can be characterised as 
intermediate EFL students. The two subjects are female students which serves as 
51 
an advantage for the study when the gender variable remains constant, and thus 
enables a focused investigation on the influence of other conditions on the 
composing processes. To protect the subjects' identities, each of them is assigned 
a pseudo-name called Agnes and Starberry respectively. 
Table 3.3 Subjects' Profiles 
Sex Level School Medium of Language Remarks 
banding instruction proficiency 
level 
Agnes Female Form 4 Band 1 English Intermediate High learning motivation 
in order to make 
achievements in her study; 
a goal-oriented student 
Starberry Female Form 4 Band 2 Chinese “ Intermediate Relatively low learning ~ = 
motivation; an outgoing 
and creative student 
The two subjects were invited to take a 15-week writing tutorial session with the 
researcher. A consent letter (see Appendix B) was signed by their parents before 
the outset of the study in order to obtain the agreement for their children to 
participate in the study. The parental informed consent letter was used to reveal to 
the two subjects and their parents what was being studied, how the study was to be 
done, and what benefits were expected to be. The two subjects were also asked to 
give their opinions on the research plan and the time schedule of the whole study so 
as to facilitate the research progress. 
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Why these two student writers? 
The two subjects are students whom the researcher is tutoring. The decision to use 
students of the researcher's tuition as subjects for the study is prompted by reasons 
similar to those offered by Perl (1980) and Zamel (1983). First of all, having first-
hand relations with those studied provides clues to understand the more subtle and 
implicit underlying assumptions of their learning situations and styles. The data is 
often not readily accessible through observation or interview methods alone. On 
the other hand, from working with the students in a guided teaching setting for more 
than two years, the researcher knows them in a more natural and interactive manner. 
Rapport and mutual trust have already been developed among the subjects and the 
researcher which are considered to be the necessary elements for creating a network 
of mutual dependencies between the researcher and the subjects. The subjects view 
the researcher as an impartial observer who is sincerely interested in learning about 
how they write, and not in passing judgement; they feel free to reveal practices and 
attitudes that they might not have been willing to reveal to their own teachers. In 
other words, the researcher's identity and collaborative experience with the subjects 
contribute to the merit of the study. It helps to form part of the study design in 
ways far more intimate and complex than simply using positivistic approaches. 
3.6 Procedures of the study and data collection 
3.6.1 Procedures of the study 
The research was conducted over a period of 15 weeks, from the end of August to 
December, 2002. There was one two-hour tutorial session per week. Tutorials 
were conducted as guided teaching sessions in each student's home environment. 
Some normal practices in tutorial sessions such as revision on the coursework, 
supplementary grammar exercises, reading comprehension and oral practice were 
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carried out while the two subjects were given handouts on the key concepts about 
writing skills (see Appendix D, E F). 
Throughout the tutorial sessions, the subjects were required to complete two 
expressive aim writing tasks on topics of their own choice (see Appendix G, H). 
Expressive aim writing was chosen because it enabled each writer to explore, define 
and refine her own value regarding her own personal experiences. Expressive 
discourse tasks gave writers the opportunity to remember events, portray people or 
describe places. The focus was directed towards the writer and her perceptions on 
the topic and the impact of the experience on her. Another reason for choosing 
expressive aim writing in this study was that expressive aim writing was claimed to 
be one of the most common writing genres for students of all levels in Hong Kong, 
writing about their immediate experience of their social lives in family or in school. 
However, the researcher was aware that this type of self-expression demanded far 
more personal disclosure than the students might tolerate. Many Hong Kong 
students might find it difficult, or even embarrassing, to write about their personal 
reactions, voice personal tastes and recount personal histories. Hence, Hong Kong 
students were least comfortable writing the personal essay which might be the 
easiest type of writing for the native students. With this understanding, the 
researcher guided students to create visualisations of their expressive rhetorical 
situations so that they could get rid of the attitudinal obstacles and develop interest in 
expressive aim writing. 
For each writing task, the two subjects were required to come up with some key 
ideas first, and then to write an outline and an initial draft. They were then given 
several review sessions with the researcher commenting on their writings by using 
three sets of review sheets (see Appendix I). Finally, the students handed in their 
final drafts. All drafts were done at home so that the subjects would take as much 
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time as necessary to complete their writings. It was based on the recognition that 
this practice could entail far more intensive intellectual engagement in the writing 
process than the conventional one-session assignment done in a predetermined 
amount of time. 
3.6.2 Data collection 
During the study period, data were collected from multiple sources in order to assure 
data triangulation and verification as well as facilitating the thick description 
research reporting after the data collection process. These sources were highly 
complementary with a biases-offsetting and counteracting function which 
strengthened the validity of the inquiry outcomes. The data collection sources used 
in the present study were those common research methods adopted by ethnographic 
and qualitative researchers: questionnaire facilitating participants' background 
information, informants interviewing, academic-history interviewing, written 
artifacts including journal entries and written texts (school writings and private/ 
home writings). More details of different sources of data gathered in the study are 
presented as follows: 
L_Background questionnaire (End of August - 1 ^  week of the study 
The parameter of learner 's view was investigated by collecting data from the two 
subjects using a 5-point Likert scale questionnaire (see Appendix J). The 
questionnaire from Lee's study (1998) was replicated and modified in the present 
study. It was used to elicit the students' personal particulars, their beliefs and 
practices about their writing experience in school writing lessons, and self-
assessment on English writing. More question items concerning the subjects' 
writing problems were also included in order to provide a data base for the following 
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interviews. 
II. Pre-study interview (Early September - week of the study) 
A pre-study individual interview with each subject was conducted about the context 
of learning writing in Hong Kong secondary school The reason for starting the 
study with this interview was that it provided a cultural overview of the context in 
which learning writing was taking place. Such background information was useful 
to investigate what kind of writing instruction was being used in the current English 
writing classrooms, and its effectiveness from the student's perspective. All the 
interview questions were given to the subjects in advance so that the subjects were 
able to retrieve the relevant information from their experience before the interview 
(see Appendix K). Field notes were taken to enrich and counteract the data gained 
from the background questionnaire, and finally the interviews were audio-taped and 
transcribed for content analysis. 
UL_Teacher interview (Early December ) 
Based on the premise of multiple perspectives of data, the English teachers of the 
two subjects were invited to attend an interview with the researcher respectively (see 
Appendix C). The teacher interview was administered to elicit information such as 
teachers' personal particulars, their teaching experience, their beliefs about teaching 
of writing, self-reports of the practices they use in their writing classrooms, and their 
views about students' writing abilities in general and in their classes (see Appendix 
L, M). The content of the interviews were audio-taped and transcribed to cross-
check with that of the two subjects. 
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TV Anademic-hi^^torv interview (T'arlv to mid-October) 
An academic-history interview aimed at listening to the accounts of the subjects 
recalling how they learn the English language in general, and the learning of writing 
in particular (see Appendix N). They were given opportunity to evaluate their own 
writing ability in relationship with other language skills, namely, reading, listening 
and speaking. The interviews were also audio-taped and transcribed for content 
analysis. 
V Tmimal entrie.^  rThroughoiit, the whole study period) 
Classroom writing task 
The composing processes of the subjects performing the classroom writing tasks 
were investigated by asking the subjects to keep writing journals every time they 
completed a writing task in school. Before the subjects wrote the journal entries, a 
guideline of how to keep a writing journal had been provided (see Appendix O). In 
the journal entries, the students were given the opportunity to write whatever came 
to their minds when they did the writing tasks: reflections on the writing topics, 
descriptions of idea-generation, amount of time spent on the tasks, writing problems 
encountered during the processes, internal and external influences on the composing 
processes and identifications and rationales for their writing decisions. More 
importantly, they were asked to depict the writing setting in which they worked on 
the writing tasks, and to express their perceptions toward the particular setting, e.g. 
What was the environment like? What did they think of the writing context affecting 
their writing behaviour? 
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Private/ home writing task 
The students were also asked to keep a record of their processes for completing the 
home writing tasks by writing regular entries in a process log. In order to preserve 
the regular guided teaching context, all the journal entries were kept by the subjects 
until the end of the study when they were asked to hand in a writing portfolio (see 
Appendix P) containing all drafts of the writing tasks and the journal entries. In the 
meantime, the journal entries were checked at two-week intervals throughout the 
study. Finally, journal entries were to analyse content, and this was supplemented 
by the subjects' retrospective reports in which they audio-taped their reflections on 
the working approach to each writing task. 
VT Written texts and notes rThroughoiit the study period) 
All written texts and notes of the subjects' writings were collected or photocopied so 
that the researcher could complete a simplified textual analysis comparing the 
planning and revising strategies used by the subjects in two different writing 
contexts. Moreover, teachers' comments/ grades on the subjects' written texts 
further provided institutional insights or the possible connection between contextual 
influences and the students' writing behaviour. 
VTT. Follow-np interview nVTid-December - last week of the gtudy) 
Each subject was invited to attend a follow-up interview about the perceptions of 
their writing behaviour in the controlled setting and the naturalistic setting. It 
enabled the researcher to make a comparison for the perceptual difference between 
writing practice in school and private writing at home. The interview questions 
were based on the content reflected in the subjects' journal entries, and the subjects 
were then asked to elaborate their opinions. 
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Justifications of research instruments used in the studv 
Questionnaire 
The background questionnaire used in the present study provided the baseline data 
for understanding the concerns of the student subjects in their writing classrooms. 
In other words, the overall aim of the questionnaire was to take a brief look at the 
context in terms of how emerging traditions in writing pedagogy were practiced in 
the current writing classrooms. 
Such information, however, has limitations because behavioural self-reports 
elicited by questionnaires sometimes are inaccurate guides to actual behaviour; 
respondents may register what people think they do or what they think is socially 
acceptable (LeCompte & Preissle, 1993). As a result, the background questionnaire 
used in this study was immediately followed up by two semi-structured interviews 
(pre-study interview and academic-history interview) so as to better understand the 
responses. 
Semi-structured interviewing 
Ethnographers are constantly interviewing, and different variations of interviews 
depend on face-to-face questioning of participants and eliciting data from them. 
Interviews have an advantage over questionnaires because they provide researchers a 
chance to guide the revelation of information asked in the study through elicitation 
and personal interaction. Although there is a possibility of having participants, 
deliberately or unconsciously, supplying false or misleading data - what they say 
may not accurately reflect the whole picture of what they do in reality — these 
distortions can be cross-checked by corroborating information obtained through 
interviews by other forms of data collection such as observation and physical 
artifacts (LeCompte & Pressile, 1993). 
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In the present study, semi-structured interviews were considered to be the 
preferable format since the researcher sought to involve the subjects in dialogue of 
the research report. These interviews encouraged discoveries and interactive 
dialogues between the researcher and the subjects. Apart from conducting the three 
semi-structured interviews with the subjects and another one with their teachers, 
interviewing was also done informally as the researcher contacted the two subjects in 
a guided teaching mode. Through the usual interactions, the researcher and the 
subjects share observations with each other for confirmation or further elucidation of 
the data being processed. 
^^^^ Journal keeping 
Emig (1977) argues that writing, unlike other communicative and social behaviour, 
is an autonomous and essentially cognitive activity; journal keeping encourages the 
self-actualization of students who would leam more by being "honest" in their 
reflection. It provides students with the additional opportunity to develop a 
resource book and personal memoir on their own writing. 
In the present study, the process entry log has proved to be an effective research 
method for learning more about how the subjects went through the composing 
processes in different writing contexts. Writing about their composing processes 
also helped to reveal much about the affective conditions under which the subjects 
worked on the writing tasks. For example, they were distracted by physical 
conditions as they wrote when they were sleepy, tired, or interrupted frequently by 
the phone and by their family members, worried about the heavy workload of the 
homework assignments, and anxious about their writing performance. This 
narrative method always carried the unexpected benefit of telling the researcher 
more about the subjects' minds than simply referring to their written texts. 
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3.7 Data Analysis 
The present study adopted an inductive content analysis approach for analysing the 
potential data. As part of this general strategy, a pattem-categorising method was 
used to approach the data from the standpoint of recreating the events from the parts 
collected. In other words, patterns were identified in the events that the research 
documented and then analysed. Arising out of the background questionnaire, 
variants of interviewing and journal entries, data were sorted and resorted into 
categories. The developed categories were then re-examined for analysis and 
interpretation by the subjectivity of the researcher. This analysing method 
alleviated the possibility of data overload because data were placed into categorised 
items and consistently repeated data were put in the categories until the particular 
category was "saturated" for interpretation (Lincoln & Guba, 1985). 
Furthermore, based on the premise of promoting in-depth understanding of a 
context through the participant language (Radin, 1933), the subjects were 
encouraged to use their native language, i.e” Chinese, to give their opinions and 
reflections in the interviews, journal entries and retrospective reports. The content 
of the subjects' interviews and retrospective reports were then translated into English 
in the transcripts by the researcher, subject to the subjects' consent. In the case of 
one of the subjects, Agnes, who preferred writing in English for her journal entries, 
her exact wording was maintained so that her voice and view could be accurately 
and authentically presented in the analysis. 
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CHAPTER 4 - DESCRIPTION OF THE STUDENT WRITERS: 
PERCEPTIONS AND ATTITUDES 
4.1 Overview 
The two student subjects are being educated under the same education system in Hong 
Kong; however, they have been trained in two different learning contexts. They attend 
two secondary schools with different bandings and media of instruction, and have very 
different learning histories towards the English language. In other words, they bring 
in different beliefs and practices into a similar cultural context in which learning 
writing is taking place. Chapter 4 aims at providing the characteristic descriptions of 
the two student writers with reference to their perceptions and attitudes towards the 
current writing pedagogies. Two case-study discussions on the current writing 
instruction and its effectiveness from the students' point of view will be presented. 
The data of the background questionnaire, pre-study and academic-history 
interviews will be analysed in the course of discussion in this chapter. Relevant 
teacher comments are also used in the discussion. The chapter will be divided into the 
following three sections: 
Section 1 (4.2) will provide detailed description of a high-investment student writer -
Agnes — on her writing behaviour. It will start with a general understanding of the 
student's background, and then more on to her writing experience in school. More 
speculations about Agnes's perception and attitude towards English writing and her 
own writing ability will be done in the subsections. 
Section 2 (4,3) will provide another detailed description of a low-investment student 
writer — Starberry. The content of this section will be presented following the outline 
of Section 1 above. 
Section 3 (4.4) will end the chapter with a brief summary of the two students' 
perceptions regarding their school writing practices. 
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4.2 Agnes: Description of a high-investment student writer 
This section will start with a brief description of the student's background, and then 
move on to her perception regarding English writing in the subsections. Sixteen year 
old Agnes is a Secondary Four student, studying in a band-one English as medium of 
instruction secondary school in Hong Kong. She is a hard-working student who is 
always motivated to make achievements in her study, and she is also regarded as a 
goal-oriented girl by her English teacher. Moreover, Agnes is quite confident in oral 
English and is able to use English for effective communication. Still, she is not 
particularly confident about writing in English and enjoys writing Chinese 
compositions more than English compositions. 
4.2.1 Agnes's writing experience in her school 
In order to better understand the perceptions expressed by Agnes regarding English 
writing in general, an overview of how she performs writing tasks in the natural school 
setting has to be established here. Agnes is required to produce at least six 
compositions in an academic semester with almost all compositions done during the 
writing lessons. Writing is done in class to ensure that no extra help is received which 
may affect the reliability of the student's writing profile. A normal writing lesson 
consists of double-period sessions of 40 to 45 minutes each which takes place in an 
alternative teaching-cycle. Per requirement for the Hong Kong Certificate of 
Education (HKCE) English Language writing examination, students are asked to 
write a narrative, discursive or descriptive essay of approximately 300 words. 
At the outset of the writing lesson, a writing topic is given, and the teacher spends 
about ten minutes discussing the writing topic with the whole class by highlighting its 
key words and main theme. The explanation of the writing topic is an important 
procedure in the process of giving writing instruction since it is regarded as the 
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students' most immediate need in a writing classroom. The topics are chosen for the 
students according to two bases: (1) topics related to student's personal experience 
which provide room for the free association of ideas; and (2) topics taken from HKCE 
past papers. 
After having glanced at the writing topic, some brainstorming activities are 
carried out with the class. Manipulations of the writing instruction differing from the 
"hands off, approach are conducted by the teacher. Agnes's teacher asks her students 
to create "mind-maps" which are used for checking their thinking processes and 
organisation skills. Instead of forcing the students to do an outline from the beginning, 
the teacher encourages the students to start working on any of the elements of the 
writing with which they feel the most comfortable with. They then jot down the notes 
that they can think of in association with the concerned elements. Those ideas are 
recorded on worksheets and kept in folders for later use. By doing so, students can 
generate and share as many ideas as possible without being constrained by putting 
them in a logical sequence and in a particular structural pattern. Moreover, the teacher 
also gives personalised advice to each student based on his or her personality and 
interests during the composing processes in the class. More structured writing 
instruction, such as suggesting references and listing key words that are useful to 
search for information on the topics, is provided. Agnes and her classmates are 
encouraged to come up with ideas of their own by researching the given topic. They 
are required to go to the library or browse the Internet in search of work about the 
background knowledge of the writing topic before they do the real writing. The 
teacher adopts this practice by expecting students to combine their writings with a 
personal need or urge to achieve something on their own through an exploratory 
process. 
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Composing the paper is an individual but isolated task for the students in the 
classroom as they spend approximately one hour and ten minutes on the entire process 
of producing a minimum 300-word paper. Everyone concentrates on the composition 
in order to finish it within the time limit; and hence the classroom almost becomes a 
silent place apart from some whispering among the students. It is claimed that the 
students seem too preoccupied by their work to stop and assess the task after they 
finish composing. Most of them do not make revisions before they submit the 
compositions to the teacher. Even though some of the students may wish to do so, 
again, they are unable to make global changes on the writings due to the time limit. 
On the contrary, they pause only to consider language mechanics: 
I'll pay attention to the grammar such as tenses, articles and 
subject-verb agreement. Once I find that I have made these 
grammatical mistakes, I'll correct them right away. 
Nonetheless, I seldom pay attention to or modify the content of 
my writings. I'll never rearrange the organisation either. It 
seems to be very troublesome and I don't have spare time? (see 
Appendix T, Agnes's pre-study interview) 
Another reason for students not revising is the fact that the teacher does the editing for 
them and painstakingly corrects all the errors. After the submission of the 
compositions, the teacher marks and grades the students' works within two teaching 
cycles. It is noticed that Agnes's teacher marks the compositions with pencil in order 
not to discourage the students with all the errors circled and corrected in red pen. 
While it is claimed that having individual writing conferences with the students is 
the best way of giving them feedback on the writings, the practice is time-consuming 
1 In this thesis, students' exact wording has been maintained so that their voices and views can be 
accurately and authentically presented. 
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and the existing contextual factors are unfavorable to its implementation. Instead, the 
teacher marks students' compositions by using marking codes and abbreviations (see 
Appendix Q). The students are then asked to correct the simple and manageable 
grammatical errors by themselves according to the code indications. The teacher also 
corrects and, in case of complex grammar structures, writes whole sentences for the 
students. It is, however, revealed that some of the students simply copy the correct 
sentences without attending to the mistakes they make; repeated errors in the 
forthcoming compositions result. 
Concerning the teacher's evaluation of compositions, half of the marks is granted 
to content and another half to language mechanics. While Agnes's teacher continues 
to emphasise content as the central concern of students' compositions, the rationale of 
"quality is positively correlated with grammatical accuracy" still prevails in the 
evaluation criteria. It is shown in Agnes's interviews that high grades are usually 
awarded to writings with correct forms, regardless of inspiration and enjoyment of the 
writing itself. Due to the emphasis on production of accurate language forms, students 
perceive the production of grammatically correct writing as the most important task to 
achieve in their composing processes. It is revealed in the academic-history interview 
that Agnes always avoids particular items of language when faced with uncertainty in 
order not to make any grammatical errors and not to get low grades for her 
compositions. 
On the other hand, Agnes,s teacher provides intensive feedback to the students 
on their writings both as compliment and suggestion of improvement. Teacher's 
feedback is always characterised as some precise and concise comments such as 
“Tenses mess up," "Out of topic" and "No paragraph," guiding the students through 
their corrections. Such feedback provides student writers with ideas for topic 
development, cues for information search, guidelines for organisation and 
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presentation development, and instructions for language use. In this way, the teacher 
not only takes up the role as an item-examiner who is looking for errors in language 
forms, she also sets up a dialogue with her students looking for better quality of their 
writings. 
Agnes's teacher has attempted to make composing a meaningful and enjoyable 
activity that involves students' learning from the process. Her teacher plays the role of 
interested facilitator who values student involvement and control in exploring their 
own ideas. Based on the ideas that composing process is a non-linear and exploratory 
process whereby a writer discovers and reformulates ideas as s/he attempts to 
approximate meaning, Agnes's teacher begins to introduce a possible degree of 
process writing approach to her students such as the multiple drafting practice of a 
single writing task, under some curricular constraints. She has successfully 
established a favorable attitude towards writing with the students who begin to view 
writing as more than an acquisition of technical skills but also a creative activity. 
4.2.2 Agnes's perception regarding writing experience in school 
It is revealed that Agnes finds the school writing setting a not a very "safe" 
environment for her to compose. It is restrictive in the sense that the teacher controls 
as many variables as possible including writing topics, time allotted and number of 
words to be written. Agnes's case provides clues to the context of teaching second 
language writing in Hong Kong which is characterised as primarily teacher dominated 
and product-centred. Students' writing experience is oriented towards accuracy 
which makes them unable to perceive their own writing difficulties beyond the 
language level. Despite a growing interest in the writing process by her teacher, 
Agnes is consciously aware that her writing will be assessed in terms of language 
accuracy by the teacher. She knows this, and this confines her efforts to anticipating 
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what the teacher wants to read, not what she herself wants to say about the writing 
topic. 
Furthermore, having a set time limit is seen to be the major writing problem for 
Agnes that causes a psychological burden to her composing processes. Although 
Agnes always makes plans for revision of her work, the time limit only allows her to 
hurry through the remaining parts before she submits the composition. She describes 
every moment of finishing the composition in the class as "rush hour" in which she is 
"muddling the writing" regardless of language use and organisation results. The time 
limit not only influences the quality of the written product but also hinders the writer 
from gaming a sense of satisfaction after accomplishing the product. Contrarily, 
Agnes shows her preference of writing at home which provides her with a more 
comfortable context for writing. The notion of writing context that fosters Agnes's 
composing processes will be discussed and analysed in detail in Chapter 6. 
4.2.3 Agnes s perception regarding her writing ability 
It is claimed that Agnes's English level is above average in her class, and she is able to 
show her ability in expressing herself in English. Surprisingly, Agnes does not 
consider herself a good writer and even claims that she does not enjoy English writing. 
Finding the proper vocabulary to express the intended meaning seems to be the 
particular weakness for Agnes which often frustrates her from composing: 
I don't enjoy English writing at all. It is because English is my 
second language and I always have difficulties in finding 
appropriate vocabularies and expressions to show my intended 
meaning. I'll then skip the original idea and write about other 
things. I can only write simple ideas in English, that's why I can't 
really enjoy the composing processes, (see Appendix T, Agnes's 
pre-study interview) 
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Agnes regards the central concern of writing as the ideas that she is going to share with 
the audience. In particular, Agnes enjoys writing about personal experience since all 
of the ideas are handy from her memory. She values original thinking since she 
considers idea-originality to be the most important criterion in the evaluation of 
composition. She also claims that the main goal of writing instruction should be to 
help student writers to express ideas creatively and organise ideas coherently, rather 
than to produce grammatically accurate language. Nevertheless, Agnes's practice 
contrasts with her belief in a way because she is forced to change or even give up her 
original ideas when she encounters difficulty in finding ways to express herself, ways 
to reflect her views about the given subject matter. Agnes explains the reason for this 
contradiction: 
My vocabulary inventory is very limited as I use more or less the 
same words for my writings. When I write, I can hardly trigger 
the difficult vocabulary that I have leamt from my memory. I just 
don't know why. (see Appendix T, Agnes's academic-history 
interview) 
Having a limited lexical inventory becomes the major obstacle preventing Agnes 
from further exploring her composing processes. It is also an unfavorable factor 
minimizing Agnes's satisfaction gained from writing. 
Moreover, Agnes regards writing as the most difficult skill to learn amongst the 
four language skills, namely reading, writing, speaking and listening. Writing is 
considered to be a series of complex processes which involves multiple tasks 
including thinking, idea-generating, using the language in expression, and presenting 
the language. Agnes claims herself particularly weak in logical thinking since 
planning and outlining the composition in a coherent manner always are the most 
painstaking tasks for her: 
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I find it difficult to come up with ideas for writing. Worse still, 
even I can think of some good ideas, it's not easy to express in 
English ... I am used to think in Chinese, and then write the ideas 
in English. Moreover, I don't think I have a strong logical mind 
and good presentation skills which are the essential elements for 
doing composing, (see Appendix T, Agnes's academic-history 
interview) 
Agnes's perceptions towards the weakness in writing ability, to a large extent, are 
influenced by her past learning experience - her writing grades are merely average 
(17-18 out of 30 marks) compared with her classmates. She seldom gets satisfaction 
from producing a good piece of writing. Accordingly, she seldom does compositions 
apart from the writing tasks given by the school teacher. It is assumed that the aim of 
the writing assignment is to test her language ability in assembling and producing 
information for the teacher-as-examiner. Agnes explains, “I see little purpose in what 
I am writing. I mean I have no real audience to read my writings apart from the school 
teacher who acts as an item-checker for my writings" (see Appendix T, Agnes's 
academic-history interview). Although Agnes strongly believes in the "practice 
makes perfect" principle, she hesitates to do more writing - it is seen to serve a limited 
purpose. Furthermore, writing requires more than just the act of making legible marks 
on paper; it cannot be learnt as easily as reading and speaking can by practising. 
Reading, on the other hand, is one of the language skills that Agnes has the 
greatest confidence in. Agnes has a wide-ranging exposure to reading since she is 
keen on reading literary works - Shakespearean plays and old poems. She has 
developed interests in appreciating different kinds of literary works since she has 
studied English literature from the junior form. She claims that she has been able to 
master reading skills regardless of the difficulty level of the reading passage. In fact, 
Agnes always gets the highest marks for the reading comprehension sections in the 
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examination papers. Likewise, speaking is another skill that Agnes has a positive 
perception of. Agnes comes from an upper-class family, and there are two Filipino 
housemaids working at her home. She has to speak in English in the daily 
communication with them all the time. As a result, Agnes is able to operate in an 
English-speaking atmosphere which expedites developing her spoken language. 
Speaking is also considered to be the most essential English language skill as it is a 
productive skill showing one's instant knowledge about the language. Agnes has a 
strong desire to gain a better knowledge of her speaking skill so that she can 
communicate with foreigners such as the native English teacher in her school. 
Agnes also reveals that she has mental blocks at the beginning of composing 
processes. She takes extra time to start writing since choosing a suitable topic and 
getting started to write are seen as time-consuming processes. Agnes has to read the 
writing topic many times before she composes in order to use key words to create a 
quick list of ideas for her writing. Although Agnes does not have a detailed outline 
and she would occasionally let her fingers do the walking, she uses the sketchy idea-
list such as creating a mind-map to give herself some limits in generating and 
researching. Agnes determines what information she needs before she begins her 
research on the writing subject, not allowing her sources to determine the scope of the 
paper. Over a week before her writing assignment is due, Agnes begins thinking about 
her writing topic and starts writing some sketchy notes. Once Agnes gets her 
composing processes started, she finds the processes smooth without any difficulty in 
moving on from one idea to another. Accordingly, the length of composition no longer 
causes a problem for her, and she is able to write up to 400-500 words, when the 
minimum word requirement is only 300. 
Another interesting feature of the getting-started process is Agnes's hesitation in 
discussing the writing topics and her progress with her classmates: 
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I prefer writing on my own because there may be too many ideas 
given by different people in a group discussion. Everyone can 
have his/her own ideas and it's hard to decide which ideas should 
be adopted and which should be abandoned. Moreover, different 
people can have different writing style and it is not an easy task to 
compromise with each other. Perhaps I am not good at writing, 
and that's why I don't like sharing with other classmates. I'm 
afraid of being laughed at by them, (see Appendix T, Agnes's 
pre-study interview) 
Hence, Agnes finds group discussions and idea-generating activities not very useful 
for her composing processes. Moreover, Agnes always hopes to impress and inform 
her classmates and teacher by writing something original and distinctive. She seldom 
shares her work with peers in the class, revealing a contradictory idea: a self-
complacence but lack of confidence and experience in social appreciation. 
In fact, Agnes is an outgoing girl who welcomes group tasks: in her response to 
the most memorable English-learning experience which happened when she was in 
Secondary Three, Agnes shows her enthusiasm about group works: 
The teacher divided the class into small groups and asked us to 
write a script for a drama. We were required to describe the 
characters and make up the plots for our plays, and then act them 
out in front of the whole class. I have never tried this before, and 
it was an excited experience to work with the fellows in a group 
project. We worked things out together and each of us could 
contribute ideas to the group, (see Appendix T, Agnes's 
academic-history interview) 
From this memorable experience, Agnes has learnt how to make use of language 
to complete a task. It is because she and her group-mates have to compose the 
plot and describe its characters by using specific and vivid details to create some 
dominant impressions, reflecting their personalities and traits. During the 
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process, Agnes realises how to use the language in expressing one's imagination 
and creativity with the help of her collaborators. She also experiences the 
advantages of working with peers; student-student interaction is a sharing 
activity within a group rather than an authority-fronted discussion. By doing so, 
students help each other to come to more ideas and build up the confidence in the 
discussion process. After this experience, Agnes shows a greater willingness to 
involve herself in collaboration. 
4.2.4 Agnes's expectation regarding English writing 
Agnes regards English writing as an effective tool for developing both her 
academic success and fiiture career. However, this perception of usefulness does 
not go beyond the instrumental aspects such as regarding writing as a creative 
process and developing one's logical thinking. On the micro-level of inquiry, 
writing good English acts as a facilitator in answering the essay-format questions 
of some academic subjects such as English Literature, History, Geography, etc. 
Agnes indicates the fact that students who are able to get good results in those 
subjects not only possess a good command of knowledge of the particular 
subjects, but most of them are also good at utilizing the language to facilitate 
their answering process. From the interview it is revealed that the importance of 
producing accurate grammar still persists in the mind of Agnes in spite of her 
claims for the necessity of idea-originality. She believes one's language 
proficiency should be taken into account for evaluating the quality of any written 
product: 
We use English in answering the essay questions of those 
academic subjects. Although they are a kind of factual/ 
knowledgeable questions, the ability to write good English would 
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definitely facilitate the answering processes. If your English is 
too bad for the teacher to understand, it's not reader-friendly ... 
it's also difficult to express your meaning and show your 
knowledge on the subject matter. Moreover, the teacher will also 
deduct marks for the unclear content, (see Appendix T, Agnes's 
academic-history interview) 
In other words, For Agnes, all kinds of writing may be seen as artifacts which 
must meet certain standards of social acceptability, and hence language accuracy 
remains a necessary condition for composing competence. 
On the macro-level of inquiry, Agnes shows her seriousness about the status 
of English in all modern societies including Hong Kong. It is particularly 
appreciated by the international academic and business communities, and the 
adoption of the language is most in evidence, in thousands of individual and 
social contacts being made all over the world: 
I think being able to write good English is very important for 
future career. Nowadays, people have to use English in daily 
correspondence such as various kinds of business letters, 
reports, memos, facsimile and emails. We use English to 
communicate with each other in all walks of life, (see Appendix 
T, Agnes's academic-history interview) 
Accordingly, Agnes points out that the scope of writing instruction in school 
should not be confined to the basic literary genres such as descriptive, 
argumentative and imaginative writings. Instead, she finds the judgements about 
one's composing performance should be placed on the perception of language 
use as a form of social action. Composition skills should be developed through a 
wider exposure to different kinds of writing at the discourse level of 
understanding the audience, the requirements of the genre, and the knowledge of 
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rhetorical structures given to the task. 
4.3 Starberry: Description of a low-investment student writer 
This section will present the background information of another subject, 
Starberry, and her perception and attitude regarding English writing. Starberry is 
a Secondary Four student aged 15, studying in a band-two Chinese as medium of 
instruction secondary school in Hong Kong. She is an outgoing and creative girl 
who is actively involved in extra-curricular activities. She comes from a 
traditional lower-middle class Cantonese family and her only exposure to 
English is at school in the English lesson. Furthermore, Starberry finds English 
very difficult and points out that she is not interested in English writing because 
of the uncertainty about language accuracy, which to her is the only 
determinative criterion of grades. Accordingly, she likes to procrastinate until 
the last minute, thus producing a composition with low-cost strategies. 
4.3.1 Starberry s writing experience in her school 
Starberry is required to produce four to five compositions in an academic 
semester with at least half of the work being done in the writing lessons. The 
school teacher indicates that the curricular principle does not aim at looking for 
complete papers from the students within the class time but helping them to get 
rid of the mental blocks at the beginning: 
The beginning is the most difficult part for every single task. 
Hence, we are here to help the students to get rid of the most 
difficult part in the class. On the one hand, we set the goal of 
finishing the tasks within the class time. On the other hand, we 
have to accept the institutional limitation that we don't have 
enough time to do so. (see Appendix T, Starberry's teacher 
interview) 
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Writing is expected to be done in class because the students are found to have 
little self-mastery when they do the compositions at home: 
Some of the compositions would be given to the students as home 
assignments during school holidays. However, it is found that 
some of the students won't follow the writing plans when they 
write at home. They write the compositions carelessly for the 
sake of handing in the homework on time. Any ludicrous thing 
can be found in the take-home compositions. I've once received 
a composition without a complete sentence as the end. (see 
Appendix T, Starberry's teacher interview) 
A normal writing lesson usually consists of a double-period session of 40 to 45 
minutes each which takes place in an alternative teaching-cycle. Totally six 
teaching periods, on average, would be spent on a single writing task: two 
periods for going through the writing plan which is distributed to the students for 
prior reading at home, another two periods for actual writing, and the last two 
sessions for follow-up exercises and students' corrections. In order to meet the 
requirement of the HKCE writing examination, students are required to produce 
a 300-word composition. It should be noted that the minimum word requirement 
for Starberry's class is reduced to 250 words as this is the first semester of 
Secondary Four, and the students are being offered an adaptive period to the 
HKCE examination syllabus. 
In Starberry's class, her teacher plays a powerful role in determining how 
students respond to the writing tasks. At the beginning of the writing lesson, a 
writing topic is given and the teacher discusses the prepared writing plans with 
the class. The writing topics are usually chosen from either the English textbook 
or teacher's assignment based on the HKCE writing examination syllabus. Most 
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of the writing topics for Starberry's class are related to students' personal 
experiences which is claimed to be the most manageable genre for its 
authenticity. More instructions are given to the area of language mechanics such 
as the use of tenses, subject-verb agreement and sentence structures since they 
are regarded as the most common writing errors of the students. 
It is revealed in the questionnaire and interviews that Starberry needs the 
ready-made blueprints for organizing and presenting the materials although she 
realises the drawback of the provision of detailed writing plans. She relies on the 
writing plans which conveniently suggest the organisational structures helping 
her to work on the writings. Starberry does not do further research of relevant 
information since the writing plans already provide her with the required layout 
and content to be written. She explains: 
There're always useful vocabularies or clues suggested by the 
writing plan in the textbook; hence, I do not need to seek help 
from the teacher and other resources. Actually there is not many 
questions as long as the teacher gives me the writing plans. When 
everything is provided and ready in the writing plans, there 
shouldn't be any problems at all. The writing plans are helpful to 
me. However, I also worry about if I won't be provided with the 
instruction, in case for the examination, I can't come up with the 
writing plan on my own. I think I am quite dependent on the 
writing instruction given by the teacher, (see Appendix T, 
Starberry's pre-study interview) 
According to Starberry's teacher, writing guidelines are to be prepared to meet 
the main goal of teaching writing. It is claimed that the major concern of 
teaching writing is to encourage students to use the language that they have 
learnt in the English lessons including some relevant expressions and vocabulary. 
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Moreover, they are exposed to the organisational skills which make their 
writings more accessible to native readers. Accordingly, Starberry's teacher and 
her colleagues do not hesitate in putting effort on preparing the writing plans for 
their students. The formats, organisational plan and some useful expressions and 
vocabulary related to the particular writing topic have all been provided in the 
writing plans for students' reference. (For the samples of writing plans/ 
guidelines, see Appendix Q.) 
Starberry's teacher admits in the interview that providing the writing plans 
for her students is an activity full of contradition. She responds: 
The students depend on the writing plans that I provide but it's 
the only way I can do. It's impossible to ask them to find the 
previously learnt vocabulary directly from the textbook. They are 
too lazy and less autonomic to search the relevant information by 
themselves. The only thing I can do is to do preparation for them. 
I'll list some vocabulary and expressions that they have leamt 
before and also those new ones. When they are provided with a 
clear writing plan, they can finally come up with a satisfactory 
work. Otherwise, they merely end up with some unorganised 
paragraphs and irrelevant materials. According to my experience, 
if there is no good input for the students, teachers can't expect any 
good output from them. As a result, we decide to give them more 
ianguage inputs this year (Secondary Four) rather than asking 
them to give the product at this preliminary stage. Throughout 
this year, we'll lessen the inputs for them until they have a better 
handling of the syllabus. I'm sure the materials would prepare 
them in handling the writing requirement for the HKCE. (see 
Appendix T, Starberry’ s teacher interview) 
Starberry and her classmates are expected to learn the basic approach for doing 
different literary genres and the respective organisations from the formal writing 
guidelines. By developing her drafts on the ready-made blueprints, Starberry 
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alleviates the headache of extended searching process for content and assures 
that her writing is put on the right track for organisation. The teacher also 
expresses that most of the students benefit from the provision of writing plans 
which contributes to the familiarity of the examination syllabus: 
When they attend the final examination in Secondary Four, most 
of them have apparent improvements in writing. It is claimed that 
they have got some ideas for organizing their writings throughout 
the year. It reflects the fact that the provision of writing plans 
does help some of the students in developing their writing 
abilities, (see Appendix T, Starberry's teacher interview) 
In the interviews, Starberry emphasises that the ready-made writing guidelines 
contribute to her compositions in the sense of presenting the content of any 
writing genre. Composing the paper is not seen as a difficult task for Starberry 
since there are relatively organised content and formats provided in the writing 
plans. All she needs to do is to insert her ideas into the appropriate places and put 
them in the paragraph form. According to Starberry's teacher, the students 
would encounter difficulty in producing the minimum number of required words 
if no guideline was provided: 
There is no particular topic that enhances the students' interest as 
long as the topic is not too difficult for them. As far as I concern, 
they don't have any particular preference. The most important 
thing is whether a writing guideline is provided. If yes, they are 
happy to do the composition. On the other hand, they won't feel 
interested in writing even if an interesting topic is provided, (see 
Appendix T, Starberry's teacher interview) 
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Instead of conducting multiple rounds of drafting which is said to be less 
effective in Starberry's class, the teacher devotes a few minutes for the students 
to review their own compositions before the submission. The focus of reviewing 
students' writings is accuracy-oriented; and hence some local changes in terms 
of language mechanics would be done. Besides, some teacher guidance would 
be carried out in terms of helping students to evaluate their tasks. Starberry 
explains: 
Ifl 've finished the composition first, I could go out and hand it in 
to the teacher so that she helps me to modify the writing and 
correct the mistakes. She also reminds us to fill in the blanks 
where we have used the correction pen. However, since there 
may be a line queuing up for handing in the compositions, I dare 
not to spend too much time in asking questions, (see Appendix T, 
Starberry's pre-study interview) 
After the submission of the compositions, the teacher marks and grades the 
students' writing within the next teaching cycle, and returns them to the students 
for correction. They will have a single period for correction, approximately 40 
minutes. The original writing and the revised draft are collected and kept in a 
writing portfolio throughout the academic year. The evaluation scheme consists 
of three aspects including content (40%), language (40%) and organisation 
(20%). When the teacher marks the students' compositions, she uses the 
marking codes and abbreviations (see Appendix Q) for the simple and careless 
grammatical errors so that the students are able to correct them with reference to 
the concerned indications. In case of incorrect sentence structures, the teacher 
simply marks and writes whole sentences for the students, as they would be less 
able to make the correction on their own. As a result, the students might simply 
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copy the correct sentences without paying attention to the mistakes they make, 
despite the teacher's original idea of giving them a chance to learn a lesson from 
their own mistakes. 
Apart from having a total mark for the compositions, Starberry's teacher 
also provides general comments on the students' writings, mainly suggestions 
for improvement. The comments have to be concise due to the overwhelming 
marking workload of the teacher; “I praise on the students' good work and also 
give reminder on the mistakes. However, they are only short comments with 
several words. I don't have enough time to fill in some kind of review sheets for 
each student" (see Appendix T, Starberry's teacher interview). While having 
individual writing conferences with the students is claimed to be the best way of 
giving them feedback on their writings, teachers are constrained by the limited 
time schedule. Instead, Starberry's teacher walks around the classroom when the 
students do their compositions in class so that she can discuss, in person, with 
them about their writing problems. It is found to be an effective way to guide the 
students' composing processes as they get a deeper impression on the teacher's 
comments through a face-to-face communication. 
More teacher guidance practices are carried out in Starberry's class. For 
instance, the teacher has short writing conferences with those students who get 
the highest and the lowest marks in the class in order to discuss the strengths and 
weaknesses of their writings. According to Starberry's teacher, dispensing 
reward and punishment impartially plays an essential role in motivating students 
to improve their work. Besides, the teacher also prepares some follow-up tasks 
for the class in the form of proofreading exercises of the common errors and 
class appreciation of good writing. 
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Obviously, throughout the interviews, both Starberry and her teacher regard 
language mechanics as the main criterion for producing a good piece of writing 
although the evaluating scheme is not entirely accuracy-oriented. This attitude 
has resulted from the influence of examination which will be discussed in the 
next sub-section with reference to Starberry's learning experience. 
4.X2 Starberry s perception regarding writing experience in school 
It is revealed in the first few interviews that Starberry finds the school setting to 
be a favorable place for her composing processes. The main reason accounting 
for her preference is the collaborative learning atmosphere which gives Starberry 
a sense of security in the processes. She explains, “I like that writing 
environment rather than writing alone in a quiet place. There are other people 
working on the same thing together which forces you to work harder and pay 
more effort” (see Appendix T, Starberry's pre-study interview). Moreover, the 
school setting also provides Starberry with a risk-sharing writing context since 
she can seek help from other classmates about the writing problems and generate 
more ideas with them. Starberry confirms the advantage of collaborative 
writing: 
If I do the composition by myself, I have to ask the teacher 
questions face to face. I'm afraid of the teacher finding my 
question stupid. My teacher may consider it to be a simple 
question which I should not ask at all. It's so embarrassing! On 
the other hand, if there are other classmates working with me who 
don't know the answer either, then we can ask the teacher 
together. It's less shameful! Moreover, I can have more ideas 
and know how to express the meaning after discussing with my 
friends, (see Appendix T, Starberry's pre-study interview) 
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The supportive writing environment, together with the provision of detailed 
writing plans, gives Starberry enthusiasm about English writing tasks in school 
Furthermore, this writing context seems to override the restrictive nature of 
time limit which play an insignificant role in Starberry's composing processes. 
Learning writing, however, should be viewed within a web of contextual 
factors larger than the nature of learning writing itself. Societal factors, for 
example, the influence of public examination and the view of “good writing" as 
"accurate writing" seem to shape Starberry and her teacher in evaluating the 
learning experience of writing. In the interviews with both Starberrry and her 
teacher, they consider that the public examination, that is the HKCE, views 
writing as a way of presenting correct language, thus overriding the 
considerations of writing as an expression of ideas and a discovery of meaning. 
Starberry believes that grammatical accuracy is the most important criterion in 
her teacher's evaluation; overall coherence comes next, followed by content and 
organisation, which are regarded as less important. Starberry's teacher also 
justifies that the ultimate goal of teaching writing is to prepare the students in 
handling the writing prompts in the public examination. Accordingly, the 
evaluation criteria used by the teacher are based on the HKCE requirement: 
There are two main areas in the evaluation scheme, namely, 
language and content. The language part should be paid more 
attention to for the students in our school. If their language fails 
to express the ideas properly, content is then out of the question. 
Furthermore, since organisation and some of the content have 
been already provided in the writing plans, the student should 
have a ready scope of ideas of their writings. Their compositions 
are more or less the same in terms of content. As a result, I would 
look for the language use while marking their compositions, (see 
Appendix T, Starberry's teacher interview) 
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Consequently, Starberry finds revision of her compositions, which only focuses 
on grammatical errors, boring and even a waste of time as these errors will 
finally be checked and corrected by her teacher. Due to the emphasis on the 
production of accurate language forms, Starberry has to avoid writing complex 
ideas which may increase her chances of making more mistakes. Instead, she 
gives simple ideas - unlike in the Chinese compositions where she can keep the 
originality of content. Starberry explains, "It is contradictory that I prefer 
content to language in composing; worse still, I have to pay so much attention to 
the grammar accuracy that I may give up some original ideas in order to avoid 
making grammatical mistakes" (see Appendix T Starberry's academic-history 
interview). From the interviews presented, we can conclude that English writing 
remains oriented towards language correctness in Starberry's class. 
4 StarherrvN perception regarding her writing ability 
Starberry relies on the low-investment strategies to produce her compositions 
with the ready-made writing guidelines from her teacher. It is also reported that 
she usually buries herself in the take-home writing assignments only after weeks 
of procrastination, composing compositions within one to two hours. She starts 
writing without a real purpose beyond producing a grammaticaliy accurate paper 
for her teacher-as-examiner. 
Obviously, Starberry relies on the writing plans to plan and outline the 
logical structure of her compositions despite realizing the drawback of such 
guidance: 
Idealistically speaking, I don't want any concrete writing 
instruction from the teacher. What I mean is it is not necessary 
for the teacher to give us every single detail of what should we 
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write for our compositions. It is because I want to train myself to 
do the writing on my own. It does no good for us, as writing 
students, to rely too much on the teachers' instruction in the long 
term. After we get used to this practice, it would be a "disaster" if 
we are no longer given the instruction, (see Appendix T, 
Starberry's pre-study interview) 
Starberry claims that the provision of the detailed writing plans provides no 
room for her to come up with her own logical structure and relevant materials. 
There is no sign of originality of content; she simply assembles the parts given in 
the writing plans and presents the text-based materials according to the 
instructions. Nevertheless, Starberry says that she gets a sense of satisfaction 
when a final product based on a ready-made blueprint is completed. 
Starberry does not consider herself as a good writer, for she always finds a 
hard time in expressing herself in the language. She explains, “I always find 
English the most difficult subject to master, and it's very difficult to express 
myself in English" (see Appendix T, Starberry's academic-history interview). 
Finding the correct vocabulary and constructing grammatical sentences to 
express her intended meaning are Starberry's particular weaknesses that in turn 
make her become more dependent on the writing plans provided by the teacher. 
When Starberry encounters difficulty in triggering the expressions that reflect 
her ideas about the writing topics, she will look them up using her electronic 
dictionary. Unfortunately, she often misuses the homonyms in her writing and 
finally leaves the wrong expressions for the teacher to correct. 
On the other hand, generating ideas and their elaboration is regarded by 
Starberry as her writing strength. She regards originality of content as the most 
essential element for producing a good piece of writing; she is keen on thinking 
of ideas for her work. She is particularly interested in imaginative writing topics 
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since they would exercise her creativity and imagination. According to Starberry, 
“It is because they (writing topics concerning UFO and ET) are written from my 
imagination. I can write whatever comes to my mind. It's easier to compose. 
Moreover, there are some ideas provided in the textbook which makes the 
writing much easier" (see Appendix T Starberry's pre-study interview). 
Starberry also reveals that she seldom has mental blocks to move from one idea 
to another provided that she follows the given outlines. She would let her mind 
do the writing throughout the process without prior planning of presenting the 
materials. 
Starberry, however, shows little confidence in English writing because of an 
awftil experience in one of the previous English examinations. In recalling the 
most memorable experience in learning English, Starberry mentions: 
I get very nervous every time before the English examinations. I 
would phone to my classmates and see if we can share gains from 
revising. Besides, I have once got an awful result for the English 
exam paper ... I got only 30 marks out of 100. What a shame! I 
didn't dare to ask my mother to sign the paper for me. I was 
afraid that I would have been scolded by her. I regretted so 
much …how comes did I get such a low marks. It's so 
embarrassing! (see Appendix T, Starberry's academic-history 
interview) 
We can see that Starberry has little confidence not only in writing but also in 
English in general. Accordingly, she is hesitant to share the works with family 
and friends because of her low self-esteem in mastering the language: 
I don't seek help from my family members as they always jest at 
my stupidity. Instead of it, I'd ask my fellows and teacher at 
school. However I won't share my writing with friends. I'm 
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afraid that they'll laugh at my poor English. It seems that I can 
only get poor results from the English quizzes and tests. I also 
suspect how can I improve my English, (see Appendix T, 
Starberry's academic-history interview) 
In a nutshell, the reason for writing is viewed as nothing more than doing 
assignments to display her language proficiency. Nonetheless, writing does offer 
Starberry with a sense of self-complacence, yet not for social appreciation. 
Furthermore, it is revealed in the interviews that Starberry finds writing quite an 
enjoyable process compared with other language skills, especially reading which 
is regarded as the most difficult and frustrating skill to learn. For her, writing is a 
productive language skill which enables Starberry to engage her mind in the 
complex processes of idea-generation and finally to give out a product. 
4.3.4 Starberry's expectation regarding English writing 
Starberry considers English writing to be a necessary medium for the 
communication with the outside world. It is noticed that her perception of 
usefulness also remains instrumental in terms of getting promoted to further 
study and future career: “I hope I can improve my English as I want to go abroad 
for traveling and studying. If my English is bad, I can't communicate with the 
foreigners. Besides, English also helps me in getting a better job in the future. 
Employers will not hire you if your English is bad" (see Appendix T, Starberry's 
academic-history interview). 
Starberry shows her sincerity in making improvement in English in general, 
and in English writing in particular. Throughout the interviews, it is realised that 
the central problem accounting for her writing difficulty is having a limited 
lexical inventory. Accordingly, she shows a willingness to enlarge the 
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knowledge of vocabulary, trying to exercise this skill in her writing. Moreover, 
she re-emphasises idea-generation as the major concern for enhancing the 
quality of writing. As a result, she suggests the scope of writing instruction in 
school should be placed on the development and organisation of ideas, that is, 
helping students to develop coherence in their writings. Further suggestions to 
the school writing mode are made including the gender issue of grouping. 
Starberry explains: 
It's a weird phenomenon that girls always group up together and 
so as boys. However, I think boys have creative mind and they 
can come up with many interesting ideas which won't appear in 
girl's groups. Hence, I like grouping with different classmates, 
both boys and girls in a group, so that everyone has a chance to 
contribute to the discussion. Finally, we can come up with a rich 
content for the composition, (see Appendix T, Starberry's pre-
study interview) 
Another suggestion Starberry made concerns the practice of collaborative 
writing. Starberry believes that the student-student interaction would be more 
effective than a teacher-fronted discussion for generating ideas. Peer discussion 
not only carries idea-sharing among the members but results in a richer content 
than individual writing does. This perception refutes the teacher's claim of 
lacking appreciation ability among the students. In fact, Starberry and her 
classmates would like to do the writing tasks with their peers, a change that they 
believe may increase the pleasure of writing. 
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4.4 Chapter summary 
In this chapter, students' views are sought in terms of their beliefs regarding the 
perception of writing practice in school, the nature of writing and the expectation 
of learning writing. From the pre-study questionnaire and the two interviews, it 
is revealed that the nature of writing matches a deep-rooted belief among the 
Hong Kong students in which good writing is synonymous with correct writing. 
Together with the overwhelming concern of getting a good grade in 
examinations, such a view towards writing leads to a devaluation of creative and 
original composing processes of the students. Gathering data from the students' 
viewpoints, we are looking at the cognitive dimension, providing richer 
understanding of textual and contextual evidence which will be analysed in 
Chapter 5 and Chapter 6 respectively. 
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CHAPTER 5 - ANALYSIS OF THE STUDENT WRITERS' COMPOSING 
PROCESSES: THE STUDENTS' WRITTEN TEXTS 
5.1 Overview 
The central aim of this study is to explore how the different contexts in which student 
writers locate and find themselves influence their composing processes and their 
written products. Still, the influences of writing context on students' performance 
cannot be fiilly comprehended unless we examine the ways in which they write in the 
processes, performing the writing tasks in different contexts. This chapter will 
describe the cognitive processes of Agnes and Starberry by analysing their written 
texts, both writing tasks performed in school and at home, complemented by the data 
gathered through journal entries and retrospective reports. By tracing the 
composing processes of writers as they develop their drafts, the research presents 
how the two student writers working in school and at home respond to different 
writing tasks. In the previous chapter, we have already examined two students' 
perceptions and attitudes regarding English in general, Chapter 5 will then present 
the textual evidence for further enriching the contextual dimension of composing 
processes which will be presented in Chapter 6. 
Moreover, this chapter will interpret the data when the student writers go 
through the composing processes in which they negotiate the writing problems and 
make changes in their writing. The ways in which the writers justify and evaluate 
their processes will complete the discussion. In order to explore the repertoire of 
skills that writers bring to the tasks, the composing processes of the two student 
writers will be divided into the four areas, with reference to Nelson and Hayes's 
(1988) study, and discussed in Section 5.2 and Section 5.3 respectively. 
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5.2 Description of the composing processes of Agnes 
Throughout the study period, Agnes completes two writing assignments in school 
and another two writing prompts at home. The school writing tasks are two 
imaginative writings chosen from three writing topics respectively. In the first 
school writing task (SWTl) (see Appendix Q), Agnes is required to write a 300-word 
paper on a topic about the shocking discovery of a close friend whose hand is made 
up of wires, electrical circuits and computer chips. The writing prompt gives a 
beginning with a particular setting and Agnes's task is to complete the story by using 
her creativity. Likewise, the second school writing task (SWT2) (see Appendix 
Q) provides a setting for an imaginative story about spooky happenings that occur 
when falling asleep on the MTR. In both cases, Agnes is left to complete the 
assignments on her own, with no formal guidelines or intermediate feedback from 
teachers and classmates. The home writing tasks, on the other hand, are two open-
ended expressive aim writings which give Agnes the opportunity to remember an 
event and portray people so that she can experience her own insights and write about 
experiences that have resulted in important personal revelations (see Appendix Q). 
After completing the first draft of the writing, Agnes attends the review-sharing 
sessions with the researcher in which she can receive extensive feedback on the first 
draft, and then Agnes is asked to revise the composition with the help of the review 
sheets (see Appendix I). 
In order to facilitate the analysis of her writing performance, Agnes's composing 
processes over the four writing tasks will be summarised and presented in the 
following sub-sections according to Nelson and Hayes's (1988) categorisation: 
1. Choosing the writing topic; 
2. Searching for relevant materials and getting started to write; 
3. Composing the essay; 
4. Revising and evaluating the task. 
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5.2.1 Choosing the writing topic 
For the school writing tasks, choosing a writing topic is quite painless to Agnes. 
Although a particular scene has been preset by the prompts, the two writing tasks 
leave rooiri for individual interpretation. Agnes reports, “I wrote this topic (S2) 
because it is easier to write and I can write whatever came to my mind"' (see 
Appendix R, Agnes's writing journal 7). She skims through the three writing topics 
provided and chooses her topic through a process of elimination. For instance, one 
topic (writing a letter to a friend describing the experience and feeling in a summer 
school abroad) is rejected because Agnes finds the topic a common one that everyone 
else would be able to handle, and she has already written on the similar topics too 
much. 
A second topic concerning a school magazine article about a leadership training 
camp is rejected because of the restrictive writing mode of picture description. 
Agnes finds that she lacks appropriate vocabulary and expressions in depicting the 
camp activities shown in the pictures provided. Agnes reveals in her journal entries 
that she adopts a deliberate avoidance strategy in order to save herself from getting a 
composition full of red marks as a result of inadequate linguistic resources pertaining 
to certain kinds of writing topics. Finally, she notices a large room for her 
interpretation on an imaginative topic about a spooky happening when falling asleep 
on the MTR, and she decides to write on it. She originally plans to write on 
something about aliens coming to attack the earth. She has no concrete plan for the 
original idea and encounters a writing problem of limited lexical inventory to address 
the content for the topic: "But I found out it quite difficult because there are lots of 
vocabulary I didn't know" (see Appendix R, Agnes's writing journal 7), As a result, 
2 In this thesis, students' exact wording has been maintained so that their voices and views can be 
accurately and authentically presented. 
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Agnes changes her mind and decides to base her story on a movie called The Sixth 
Sense. Having based her choice of a writing topic on the movie, Agnes reveals that 
she has already possessed a basic story line in mind for her paper at the initial stage 
of composing. 
For the writing tasks in the tutorial sessions, on the other hand, Agnes is 
provided with the writing prompts which leave a wider scope for her to decide the 
topic of her own. The day after Agnes receives the prompts from the researcher, 
she begins thinking about the content for the topics. She reveals that she likes to 
base her choice of a topic both on her personal experiences and outside sources -
knowledge by participation and observation (Gong and Dragga, 1995). 
Nevertheless, Agnes has a hard time deciding on a topic from an unspecified scope 
that does not provide her with a ready-made blueprint for addressing the content. 
She explains, "This personal experience is quite difficult. There are lots of 
experiences that I can choose from. Most of them happened long time ago, I don't 
think I could remember the whole experience" (see Appendix R, Agnes,s writing 
journal 3). 
Agnes finally relies on the instruction sheet (see Appendix G) provided which 
summarises the repertoire techniques for developing a rhetorical situation to choose 
the topic. She starts writing log entries listing all related thoughts that come to 
mind about the writing topic. For the first home writing task (HWTl) (see 
Appendix Q), Agnes decides to choose her personal experience at a summer course 
in America as the writing topic. Agnes gives her writing an inconspicuous title 
Summer Course in America which reflects that she has no concrete plan for the 
central writing aim at this point. She explains: 
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Finally, I choose the summer course in America. I think it is a 
special experience. I am not going to talk about the lessons, 
everyday life and the living conditions in America. I'll just write 
anything about the people from different countries. Anything 
about them, (see Appendix R, Agnes's writing journal 3) 
In the second home writing task (HWT2) - The Greatest Person in the World (see 
Appendix Q), chosen from the two possible writing prompts (see Appendix H), 
Agnes describes and creates a dominant impression of an individual who is 
significant to her. While brainstorming for the topic, Agnes recalls a television 
programme introduced in the religion education lesson in school and decides to use 
the content from there so as to provide relevant and vivid details for her audience. 
As revealed in the retrospective report, Agnes has gained knowledge of her writing 
subject by observation: 
I decide to choose Mother Theresa as the subject for my writing. 
I am triggered by a TV programme which I watched in the 
religion education lesson in school. Actually, the programme is 
conducted in Cantonese, and thus it is quite difficult for me to 
translate the content from Cantonese to English in my writing. 
On the other hand, I am much inspired by the programme and 
that's why I decide to write something about Mother Theresa for 
this task, (see Appendix S, Agnes's retrospective report 1) 
In the excerpts from Agnes's journal entries written throughout the composing 
processes, it is not difficult to discover Agnes's honest awareness of audience for her 
writings which also contributes to topic and materials selection. In the reflection on 
the second home writing task (HWT2), Agnes mentions: 
I think the person that I've chosen is easy to write because 
everyone knows about Mother Theresa and her story. I just have 
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to give more examples and how she affects me. This is not a 
difficult topic if you choose a right person as the subject for the 
writing, (see Appendix R, Agnes's writing journal 13) 
The operation of reader awareness in the composing processes will be discussed in 
length in the following sub-sections. 
5.2.2 Searching for relevant materials and getting started to write 
Agnes begins to think about the content for the topics once after she receives the 
prompts from the school teacher (in case the teacher gives the writing topic in 
advance for students' pre-writing activity) or from the researcher. In the journal 
entries, it is revealed that Agnes spends much time thinking over the topic concerned 
well before she starts writing: she searches her mind for a topic during the journey to 
school every morning and the meal time at night. Finally, she relies on either the 
instructional sheet provided in the tutorial sessions, or the visualising approach 
introduced by the school teacher to narrow down her subject. 
Agnes shows her sincere concerns about searching materials for her 
compositions. For instance, she determines what materials are most suitable for her 
writing rather than putting everything related to the subject into the paper. She does 
not hesitate to use sources that are handy when she is working at home: she uses 
English literary works, encyclopedias and other textbooks for usefiil brainstorming 
references. Likewise, the second school writing task (SWT2) about the fantastic 
experience on the MTR is written from the perspective of the writer as participant. 
Agnes plans to write a ghost story, and then tries to develop her story by recalling the 
movie that she watched several months ago. She explains: 
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I remembered the film The Sixth Sense, it talked about a man was 
dead and became a ghost, but himself didn't know it. He 
thought he was alive. He found out he was dead at the end of the 
film. I changed "I" in my composition into a character like that 
man. I write that I was dead but I didn't know about it. Then I 
went around the street and couldn't see anybody. I went to my 
home and saw my parents; however, they couldn't see me. Later, 
I found out I was a ghost. 
I think copying ideas from book or movie is not a bad choice. 
Sometimes you cannot think of anything by yourself, you can 
think of some books or movies to get idea, but not the whole story 
exactly the same. I think this is a good method. You can add 
your opinion and your own vocabulary so it becomes your story, 
(see Appendix R, Agnes's writing journals 7 & 9) 
Agnes confesses her belief that gaining inspiration from researching other people's 
experience or published materials provides her with more ideas for generation, rather 
than relying on the limited scope of personal experience. In the second home 
writing task (HWT2) The Greatest Person in the World, Agnes comments: 
I wrote this essay just after I watcher a video of Mother Theresa, 
so my memory is still new. I can immediately think of a lot of 
examples. I think this is why the content of this essay is quite 
good. I think I should write something new to me rather than a 
long time ago. (see Appendix R, Agnes's writing journal 13) 
Agnes then puts the relevant materials generated in the clustering chart into sketchy 
notes; the notes consist of fragments of information and key ideas instead of full 
prose. Not surprisingly, Agnes's careful preparation of the relevant materials 
prepares her to assemble the evidence supporting the writing theme. Moreover, she 
always possesses a goal-achieving mind of making a good impression on her teacher. 
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From the remarks on the school writing tasks, it is obvious that Agnes endeavours to 
write something new and distinctive which not only makes her paper different from 
the others, but awards her with higher credits: 
I didn't want to write anything horrible because I know many of 
my classmates will write Sandy is a robot or alien or something 
like that. I wanted my composition be a little different, so I tried 
to write that Sandy and the author (me) will become friends at the 
end. 
I think my essay has a quite good mark (19 out of 30) because my 
piece of writing is different from the others. No one can think of 
something like mine. It seems a horrifying story at first, then it 
changes to a touching story. I think this gives me the high mark, 
(see Appendix R, Agnes's writing journals 1 & 10) 
The above findings seem to suggest the key concept of reciprocity between writer 
and reader. Agnes, in negotiating her ideas for written expression, seems to have a 
clear picture of what her reader, the teacher, expects. It reflects how the audience 
awareness operationalises and determines what should be written and how it should 
be written. Nevertheless, it is noticed that the awareness of reader does not reach 
beyond the real readers but mostly remains to the teacher-as-examiner who has the 
"authoritative" role in correcting Agnes's writing. 
Unlike an outline-and-draft writer, Agnes never uses outlines as the pre-writing 
planning for the school writing tasks. She gathers her research materials and begins 
editing and revising as she writes. However, it can be claimed that Agnes has 
already pictured a ready-made outline of the writing in her mind well before she 
composes, which prepares her fingers to do writing throughout the processes. 
Accordingly, she finds drafting the most demanding task in doing the home writing 
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tasks. Having an outline, however, contributes an insignificant role in Agnes's 
writing which is subject to changes at her will throughout the processes: 
I don't think the outline helps me a lot. Most of the time, I don't 
refer to the outline when I am writing. Sometimes I think of 
something that can add in the essay, I'll simply write down 
without referring to the outline. Also, sometimes I cancel some 
points in the outline when I am writing, (see Appendix R, Agnes's 
writing journal 5) 
In its stead, Agnes develops a thesis statement that identifies the main theme of her 
writing and begins to get into the composing processes. 
5.2.3 Composing the eway 
Given the effort spent on searching and preparing the relevant materials, Agnes 
follows her initial writing plans in mind completely. She is given training by the 
school teacher to finish her writing within one and a half hours in order to meet the 
time limit of examination. It is revealed in the journal entries that Agnes produces 
texts in the form of exploratory writing. Agnes has little trouble composing her 
paper apart from having a set time limit for the writing tasks. Although Agnes 
plans to revise her writing, the time limit in the school writing lesson leaves her no 
time to follow through. Moreover, switching back-and-forth over the ideas at the 
initial stage of writing also takes a large portion of time in the processes. In the 
journal entries remarking on the school writing tasks, Agnes keeps commenting on 
her unfavourable writing practice of spending too much time on thinking over the 
ideas: 
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I think that I cannot make this essay (SWT 1) a good one because 
I spend too much time of thinking. I always spend a lot of time 
thinking and I always change my mind easily. I think I should 
change this habit and try to concentrate on one concept each time. 
The ending (of SWT 2) ends quite suddenly. If time is not 
limited, I think I can lengthen the story with a better ending. The 
main reason for limited time is because I spend a lot of time in 
thinking. I often spend half of the lesson to think and I often 
change my mind. I think I should write down the ideas and 
concentrate on one main idea in the next time. Try not to change 
it during writing, (see Appendix R, Agnes's writing journals 2 & 
9) 
In contrast to school writing, Agnes finds abundant space for composing when she 
works on the writing tasks at home. Agnes is encouraged to complete her writing 
at home so that she can take as much time as necessary. Her response in the journal 
entries realises the assumption that having no set time limit enables Agnes far more 
intense intellectual engagement in the composing processes than the conventional 
one-session assignment with predetermined amount of time. Apparently, this 
assumption leaves more room for Agnes to discover her meanings throughout the 
processes, and the home writing tasks turn out to be of richer quality in terms of 
length and number of ideas written, as commented by Agnes. 
Throughout the composing processes, Agnes is indeed bound by a notion of 
producing a “safe” composition which minimises errors and ignores other 
dimensions of writing. Agnes's mental block in expressing herself is deeply rooted 
by the teacher-dominated writing culture in Hong Kong. Students are asked to 
write because the teacher assigns a grade to their compositions; it is unlikely that 
students are encouraged to take charge of their texts. This mentality prevails in 
Agnes's home writing tasks although they will not be graded by a teacher-as-
examiner. In writing The Greatest Person in the World (HWT 2), Agnes claims 
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that she has carefully chosen her ideas and relevant vocabulary: the complex ideas 
describing the dominant impression of Mother Theresa and the miserable situation in 
Calcutta that she has considered are finally rejected in her writing because she does 
not know how to express these ideas in English. Within the limited lexical 
resources imposed by the linguistic immaturity, not surprisingly, Agnes avoids 
particular items of language so as to save herself from getting a low grade or a 
composition ftill of red marks. The following excerpt from Agnes's retrospective 
report indicates her accuracy concerns and avoidance strategy throughout the 
processes: 
There were many concrete things that I should include in this 
paragraph; however, I didn't know how to write them in English. 
Hence, I skipped some of them that might be rich for the content 
itself. For example, I was going to write about an interview of 
Mother Theresa which I thought was a vivid example to show her 
character. Nevertheless, I didn't know the English word for 
"interview". As a result, I skipped that part and wrote other 
things else. I still remembered what she said in the interview, 
"The opposite of Love is not Hatred but Indifference". Once 
again, I didn't know how to say "indifference" and I just used 
another phrase which might distort the original meaning. Also, I 
intended to say Mother Theresa's saying is respectable. 
However, I didn't know how to express it appropriately, and thus I 
substituted it by a phrase “I thought her words were right". I 
found it weird and inappropriate for my writing, (see Appendix S, 
Agnes' retrospective report 1) 
The influence of linguistic maturity on Agnes's composing strategies is more 
obviously reflected during the post-writing stage which will be presented in the 
following sub-section. 
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5.2.4 Revising and evaluating the task 
Although Agnes seems too occupied with her work to stop and assess the task in 
general because of the time limit, she does assess her own progress in achieving the 
writing goals. Beyond producing a paper for a good grade, Agnes often mentions 
her audiences in the journal entries and wants to impress and inform the readers. It 
further leads to a desire to gain a working knowledge about her subject and to 
provide interesting and distinctive ideas in her writing. This goal-oriented 
behaviour is revealed in Agnes's revising and evaluating strategies. 
Concerning the evaluation of the school writing tasks, there seems to be a lack 
of evaluative trace in Agnes's works. In the journal entries, Agnes finds revision 
rather boring and believes that there is little to revise. Apart from having 
constraints of time limit, Agnes states that she has already spent a lot of time 
planning her composition in her mind before she puts the ideas into words. Hence, 
she believes that there should not be any change in the content and organisation of 
her writing afterwards. On the contrary, similar to the findings of other studies 
(Faigley & Witte, 1981) accounting for the major changes made by inexperienced 
student writers, Agnes's main concern in evaluating the school writing tasks is 
grammatical items. When she starts proofreading her composition, she 
immediately looks for linguistic errors line by line rather than reading the whole 
paper for global changes. It is revealed in the journal entries that Agnes's central 
concern throughout both the school writing tasks and home writing tasks remains to 
be appropriate and accurate syntactic choices. 
This finding matches with the notion in the previous chapter of this study 
indicating that the central concern of composition evaluation amongst teachers and 
students prevails on the grammatical accuracy. In Agnes s compositions, it is 
shown that her teacher uses the notations in marking the grammatical errors; for 
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example, ‘‘T” stands for misuse of tenses, "Sp" for wrong spelling, “Inf, for misuse 
of infinitive and “ ” for denoting addition of words, etc. Students are expected to 
correct their errors but since most markings are grammatical, it is these errors 
students tend to correct when revising their compositions. As a result, Agnes 
claims that the majority of changes she makes before handing in the composition are 
obvious errors like wrong spellings, misuse of tenses, wrong use of prepositions and 
subject-verb agreement. Besides, there are also a few evaluative comments made 
by the teacher regarding suggestions leading to changes at the paragraph level. As 
asserted by Agnes, although her teacher's marking notations and comments would 
have facilitated the correction process, changes beyond the superficial level are not 
as common. 
On the contrary, it seems that Agnes's better revising strategies are apparently 
shown in the two home writing tasks after having the review session with the 
researcher over her first drafts. With the evidence from the first home writing task 
(HWT 1) Summer Course in America, Agnes uses the revising process to explore 
and discover ideas which lead to a refinement of the thesis statement. The original 
introductory paragraph in her first attempt at a draft does not carry an effective thesis 
statement: 
Last year, I went to a summer course in America. It joined 
people from different countries. Some of them came from Korea, 
Japan or the Philippines. This course also taught us about 
English and the history of America. My cousin and I took part 
in this course and both of us enjoyed it very much. 
After the review-sharing session, Agnes does end up throwing away a portion of the 
original introductory paragraph and formulates a new paragraph with a clear thesis 
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statement identifying the writing subject - "Gaining the treasurable friendship all 
over the world in a summer course in America." The refined introductory 
paragraph is: 
Last year, I went to a summer course in America. There were 
people from all parts of the world such as Korea, Japan and the 
Philippines. This course let me know that there were all sort of 
people in this world and everyone can be friends to each other 
though our language and the color of skin are different. 
Without the comments from the review sheets and the suggestions on the sheets to 
revise her writing, Agnes would have been satisfied with the first draft with no clear 
thesis and organisation plan. The fact is that once Agnes begins to revise the thesis 
statement, she no longer includes whatever related to the summer course in the essay, 
but instead looks for ideas that support her thesis and for elaboration with real 
significance to the main theme of the essay. 
Agnes spends some time on the review sheets on her own, reading the sheets to 
focus on specific aspects (such as the suggestions the reviewer makes in 
strengthening the writing), moving to her composition and making changes to the 
original ideas. Some microstructural changes including adding examples and 
elaboration and changing logical connective are done. In the second draft of The 
Greatest Person in the World, based on the suggestions in the review sheets, Agnes 
adds more development and supporting ideas to the paragraphs three and four in 
order to elaborate Mother Theresa's daily work and its significance to her. 
Agnes further points out that learning from review sheets helps her to become a 
better writer since the evaluation strategies in the review sheets provide her with a 
reader's perspective to plan her composition better: 
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I like using the review sheet because it let me know what's wrong 
with my composition and suggestion about how to improve it. It 
is a very good and clear guideline for my second draft. It 
prevents me from making the same mistake again. 
I have written two drafts on this topic Summer Course in America. 
Of course, I think the final one is better. And I think I can 
improve in the final draft is because of the review sheet. It gives 
me ideas and ways to improve my essay. It guides me to write 
the second one. If the review sheet is not given, I think the final 
draft is more or less the same as the first one. 
This time The Greatest Person in the World I also think the 
review sheet helps me a lot because it tells me which part is good, 
so I can keep it, and which part needs more elaboration. It gives 
me guideline to improve my essay, (see Appendix R, Agnes's 
writing journals 4, 5 & 13) 
In other words, Agnes finds the review sheet of great value which not only facilitates 
the revising process but enhances the audience-awareness of her compositions. 
5.3 Description of the composing processes of Starberry 
Throughout the study period, Starberry has completed three writing tasks in school 
and two home writing tasks at home. In the first school writing task (SWT 1) (see 
Appendix Q), Starberry is required to write a 250-word personal letter replying to a 
friend about her recent school and studies. The writing prompt gives a letter from a 
friend studying in Canada, and Starberry's task is to write a reply with an appropriate 
format. Likewise, the second school writing task (SWT 2) (see Appendix Q) is a 
formal letter in which Starberry has to make three suggestions in order to improve 
the school environment providing good reasons for the school principal to use a huge 
amount of funds and land. The third school writing task (SWT 3) (see Appendix Q) 
is a picture description about some bad behaviour that happens during the lesson. 
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Starberry's task is to describe the pictures and suggest some ways to deal with the 
discipline problems. Moreover, she is required to complete the description by using 
her imagination for the last picture. In these tasks, Starberry is provided with pre-
writing inputs extending from class discussion on the writing prompts to meta-
language for discussing features of written discourse with the provision of detailed 
writing plans. The instructional writing inputs cover an extensive scope including 
discourse-related formats, organisation with basic content provided, ready-made 
questions for brainstorming, grammar points to be paid attention to, useful 
vocabulary and expressions. 
On the other hand, the home writing tasks are two open-ended expressive aim 
writings which provide Starberry with the opportunity to remember even and portray 
people so that she can experience some inspiration and write about experiences that 
have resulted in important revelations. Starberry also attends a review-sharing 
session with the researcher in order to obtain extensive feedback on the first draft of 
her writing, and then she begins to review the composition with reference to the 
review sheets provided. 
In the journal entries, Starberry describes how she writes the compositions 
using low-cost but efficient strategies. For instance, after scanning through the 
writing plans prepared by her teacher, Starberry skips writing an outline of her own 
but starts writing a rough draft, directly "copying" the suggested content. Likewise, 
she tends to procrastinate until the last minute and then produces her writing by 
using the same technique as that for the home writing tasks. She explains that this 
technique is particularly efficient since it enables her to take no more than one hour 
to complete the task, from choosing the topic to completing the final draft. She 
regards the writing task as nothing more than re-assembling the parts suggested in 
the writing plan with the accurate use of language. As a result, it is not necessary 
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for her to devote much effort in producing the compositions for which she receives a 
satisfactory grade. In order to forther analyse Starberry's writing performance, her 
composing processes over the writing tasks will be summarised and presented into 
the following four stages. 
5.3.1 Choosing the writing topic 
Starberry relies on her teacher to choose a topic since the topics have been 
conveniently suggested in the writing plans, thus saving her from the headache of 
finding a subject for her writing. In the three school writing tasks, Starberry is 
given very limited choice of writing topics which have been predetermined by the 
writing prompts themselves. The limited scope, in the meantime, provides her with 
a ready-made guideline for presenting the content. The only task allowing 
Starberry to have individual interpretation of the prompt is the creative description 
on the last picture in the third school writing task (SWT 3). 
In the school writing tasks, Starberry's teacher intervenes to a large degree in 
the initial stage of the composing processes. Her teacher usually spends a double-
period to go through the writing prompts and guidelines with the class in detail, 
discussing the content (even for each paragraph), providing suggestions and useful 
expressions. The manipulation in interpreting the writing tasks plays a significant 
role in determining how students respond to the tasks, resulting in low-cost strategies 
of the students. In other words, in Starberry's case, she develops a sense of 
dependency on her teacher's manipulation of the writing tasks and even encounters 
difficulty in composing on her own. 
In the journal entries, it is revealed that Starberry has a set of criteria in 
choosing a topic which includes difficulty level of the topic, task familiarity, 
information accessibility and appropriateness to the writer's age. Nevertheless, she 
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struggles to reconcile the desire to write on the topic with her writing ability to 
complete the paper. In her remarks concerning the first home writing task (HWT 1) 
(see Appendix Q), Starberry originally comes up with three ideas to write on such as 
students' pressure, terrorism attack of the World Trade Centre and school open day. 
Balancing between interest in the topic and knowledge on the writing issue, 
Starberry finally makes a decision to write on with an topic Students ‘ Pressure since 
it is related to her age and identity as a student. It, however, turns out that Starberry 
has a hard time composing the paper as she lacks lexical resources in discussing and 
analyzing the writing issue. Likewise, Starberry encounters the same writing 
problem in her second home writing task (HWT 2) My Favourite Pop Star (see 
Appendix Q), in which she plans to create a dominant impression of her idol Speed-
a popular music band in Japan - and its significance to her. 
5-3.2 Searching for relevant materials and getting smarted to write 
By basing her choices on the ready-made writing prompts, Starberry avoids the 
painful process of extended searches, and it is guaranteed that her ideas and 
presentation will support the chosen topics. The ideas expressed in her writing are 
regarded as given, and she does not question whether or not her theme is adequately 
and explicitly supported by the elaboration written. In other words, she considers 
her ideas as plentiful in the school writing tasks, and she manages to express her 
intended meaning. For every single writing task, Starberry's teacher spends around 
a double-period going through the guideline with the class. She not only discusses 
the concerned organisation with the students but also provides them with the 
suggested ideas for each paragraph. For instance, she prepares a basic outline for 
the second school writing task (SWT 2), My Ideal School, with some underlined 
blanks; the students are asked to fill in the blanks with the ideas obtained during the 
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class discussion. By doing so, Starberry has the composition organised in the 
guidelines, and her task is to assemble the point-formed materials into paragraph 
form. 
Being asked to elaborate, Starberry confesses that she is so dependent on the 
streamlined practice introduced by her school teacher that she has no idea of how to 
search for information for her writing. In the retrospective report to the home 
writing tasks, Starberry explains: 
I think these two compositions were not good enough. Actually, 
they were of poor quality. It was because I didn't know how to 
write as there was no concrete writing plan/ guideline to follow. 
I find it difficult to write without writing plans provided. The 
teacher in school provides us with detailed writing plans. It is 
much easier to write as I only need to follow the suggested 
formats and use the vocabulary/ expressions provided. I can 
write better and faster with this practice. For the home writing 
tasks, I have to come up with the ideas in Chinese first, and then 
translate them into English. It is more difficult for me. (see 
Appendix S, Starberry's retrospective report 1) 
When Starberry works on the home writing tasks, she presupposes that she would 
end up writing the paper all in one step within a short period of time. Accordingly, 
she procrastinates until one night before the tutorial lesson with the researcher; she 
starts looking up the prompts and writing on her composition in a sleepy condition. 
Apparently, Starberry adopts the low-cost strategies to produce her drafts. In the 
journal entries, however, Starberry reveals that she has spent an hour to drill on the 
ideas for her composition Students Pressure which ends up in a "blank paper": 
I find the writing topics given by Carol (the researcher) quite 
special. She asks me to generate and develop ideas by myself 
which needs much creativity. It is very different from the school 
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writing tasks which many writing samples (model essays) are 
provided for reference. What I should do is just copying and 
modifying the samples by adding the ideas suggested by the 
teacher. I can get good marks for my compositions and it is 
almost impossible to fail at all. Moreover, Carol asks me to 
write a list of key ideas and an outline before I start writing. I 
find it very time-consuming and troublesome to get prepared to 
write, (see Appendix S, Starberry's retrospective report 1) 
Not surprisingly, Starberry finds the idea-generation process in doing the home 
writing tasks more demanding than that of the school writing tasks. She can no 
longer start writing a paper based on the content and organisation contained in the 
writing plan, but must embark on the exploratory process with personal 
interpretation. 
5.3,3 Composing the essay 
Since it is only an assembling process of the materials laid out in the writing plans, 
composing the school writing tasks seems to be the most manageable task Starberry 
has to face. She usually spends less than one hour composing and revising the 
compositions which prepares her to meet the time limit of examination. Likewise, 
basing the compositions on the ready-made outlines, the length of the papers no 
longer causes a problem for Starberry. 
On the contrary, without basing the papers on the organisational scheme when 
doing the home writing tasks, there is a back-and-forth changing of ideas throughout 
the process which takes up a large proportion of the composing time. Although her 
home writing drafts are neat without much signs of revision, Starberry reveals an 
"incomplete mental representation" of her intention to be expressed. It is shown in 
the review sheets that Starberry's major concern in the composing process is the 
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inadequacy of linguistic expression and vocabulary for the intended meaning. In 
other words, she is unable to make an adequate textual representation to fit her 
meaning. It is the sense of lacking control over the mental representation that leads 
to a self-evaluative comment of being "poor" - Starberry is aware of what the 
intended meaning is supposed to say but is unable to express it in appropriate 
expression. Together with the limited resources imposed by linguistic immaturity, 
Starberry claims her performance in the home writing tasks as putting ideas together 
in a haphazard but confiised order - no sequential process, no organisation/ discourse 
structure and no awareness of grammatical rules. 
Another interesting phenomenon evident in Starberry's composing performance 
that is commonplace amongst Hong Kong school students is that writing is largely 
motivated by examinations. In the journal entries, Starberry reveals that she needs 
more practices for meeting the requirement of the public examination. This 
instrumental motivation towards performance grade and examination prevents 
Starberry from making global changes to her writing which would, in turn, increase 
the grammatical errors. This view is further reflected in the changes and the time 
she spends on negotiating the surface features of the texts during the revision 
process. 
5.3.4 Revising and evaluating the task 
A large proportion of Starberry's journal entries are concerned with the difficulty in 
completing the home writing tasks, without the help of a writing plan, resulting in 
struggling to find a topic and procrastinating which leaves her no time to evaluate 
the compositions. It is also revealed that Starberry finds revision extremely boring 
because she lacks the urge to revise. Her behaviour is influenced by the way 
Starberry conceptualises revision and the instructional context that shapes her 
110 
perception. Her view is commonplace and shared amongst other students: the first 
draft is the complete draft, and revision only means making surface changes to the 
text. To Starberry, word level changes seem to be the main strategy for revision. 
To be more precise, revision is merely a process of "error-hunting" during which all 
grammatical items should be examined line by line and errors should be corrected in 
the reading pass. In Starberry's school compositions, her teacher not only uses the 
notations in marking the errors but also writes down the correct forms for the 
students directly, which most likely concerns the grammatical items. Starberry is 
then asked to do the correction for the whole essay, having the corrected items 
underlined and the misspelling copied ten times each. Furthermore, her teacher 
also prepares the follow-up writing exercises (see Appendix Q) for the class in which 
she picks out the common grammatical mistakes and modifies them into 
proofreading exercises as a consolidation activity. As a result, Starberry pays 
attention to some grammatical items that may easily catch the teacher's eye such as 
wrong spelling, misuse of punctuation and connective. Since there are few 
evaluative comments made by the teacher regarding the macro structural aspect, 
changes beyond the surface features are not as common. 
However, the preoccupation with accurate grammar does not result in 
significant grammatical changes; errors remain in the texts after revision. This 
finding matches with Starberry's claim that in spite of all the changes she makes for 
the home writing tasks, the texts are still of poor quality due to the incorrect use of 
grammatical items and inadequate mental representation. Due to the limited 
linguistic resources to edit the texts, the revised version would not benefit a lot from 
the revision as preferred. In turn, Starberry hesitates in making substantial revision 
to the texts as no better grade is expected. 
I l l 
Furthermore, Starberry reveals that there is a relationship between the 
familiarity of the task and the revising behaviour of the writer. In other words, 
student writers prefer fewer global changes when they are already familiar with the 
concerned text schemata. For instance, the home writing tasks Students Pressure 
and My Favourite Pop Star, which require Starberry to write expressively on the 
significance of a personal experience and a favourite person respectively, are rather 
fresh and interesting tasks for her. As a result, Starberry shows her eagerness to 
make changes in the second drafts because she finds revising the drafts helps her to 
learn more about the genre and the topics. With the provision of the review sheets, 
more revising strategies such as refining thesis statement, elaborating specific details, 
adding examples and dialogues and enhancing cohesion between paragraphs are 
shown in the home writing texts. On the other hand, in the first two school writing 
tasks (SWT 1 and 2) which are an informal and a formal letter, Starberry finds 
herself familiar with the letter writing format as she has done this writing type before, 
and thus she cannot see the effectiveness of further revising. 
5.4 Chapter summary 
According to the data presented in this chapter, the commitment to composing 
processes is linked to two main areas - the writer's linguistic knowledge and 
proficiency, and perhaps to the instructional tasks assigned. First of all, students' 
overall concerns in the processes is language mechanics since it is an ideational 
aspect that has been taken into account since the pre-writing stage. Also, the 
mainstream in learning writing in Hong Kong secondary school and meeting 
requirements of examination still follow the beaten path in manipulating grammar 
and lexis. Although the subject sample is small and no claim should be made on 
the basis of this limited data, it would seem that a writer's linguistic proficiency 
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contributes to the fundamental capacity in looking at the effect of availability of 
linguistic resources throughout the composing processes. In this study, however, it 
is conceivable that the two students' linguistic resources are very limited. At their 
level of linguistic maturity, they may not be able to utilise their linguistic repertoire 
to compose the texts as efficiently as they thought, resulting in an unfavorable 
interpretation of the writing experience. 
With the provision of the detailed instructional input of Starberry's school 
writing tasks and the home writing tasks, teacher's instructional support and 
extensive feedback are seen as attributions to the successful writing experience. 
There is evidence of a growing involvement and control in exploring the ideas in the 
responses of the two writers in this study. In the meantime, it also reflects that 
there is no apparent evidence of independent learning by the student writers. They 
expect their teachers to provide the appropriate writing strategies to the texts as well 
as tell them exactly what to do with their compositions and how to correct the errors. 
Only when provided with the guided practice tasks can the student writers develop 
an understanding of the demands of the writing task and the strategies needed to be 
applied for their texts. 
In this chapter, the composing processes of the two students working over real 
time in both naturalistic and controlled settings are studied. That is, this research 
takes the real writing situation into account when examining the writers' responses. 
More illustrations of the relationship between students' composing processes and the 
contexts that shape their writing will be discussed and analysed in the coming 
chapter. 
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CHAPTER 6 - ANALYSIS OF THE WRITING CONTEXTS AND 
THEIR INFLUENCES ON THE COMPOSING PROCESSES 
6.1 Overview 
Learning does not take place in a vacuum - it is a result of social interactions and 
occurs within a particular context. An understanding of the ways in which aspects 
of the context affect learning is essential for language teachers and learners. In 
writing ethnography, the context is often seen to be specific to a particular culture 
setting in which learning writing is taking place. The research approach takes into 
account the influence of context on writers' composing processes, ensuring that 
contextual factors that reside also shape the writers in expressing the intended 
meaning. In this broadest sense, in other words, any cultural differences have 
influential effects on the development of language skill and the way in which it is 
learnt. 
The foundation of this study is laid with the relationship between the two 
student writers' composing processes and the contexts that shape their writing. 
How writers function when working in the naturalistic setting to which they are 
accustomed differs considerably from how they will function in an unfamiliar setting 
constrained by a time period over which they have no control. For this reason, 
Chapter 6 will compare and contrast the writing context in Hong Kong secondary 
classrooms and the naturalistic writing setting such as writers' home environment. 
The two student writers are studied to see how they write during their writing class in 
school and at home, i.e., to study how they work in both controlled and naturalistic 
settings. Moreover, the chapter will provide a concrete picture focusing on writing 
for learning comprised of four key elements including the writer's composing 
process, the written product, the writing context and the perception and attitude 
regarding writing. Having analysed the former two aspects in the previous two 
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chapters, one aim of this chapter will be to present an overview of the immediate 
physical environment of the writing context and the nature of the personal 
interactions which occur within it. The chapter will also focus particularly on the 
personal interpretation and perception of the two student writers that give rise to both 
the controlled and naturalistic writing climates. 
The summaries of journal entries and excerpts from the follow-up interviews 
and retrospective reports of the two student writers will be presented in the course of 
the discussion in this chapter. The chapter will be divided into the following five 
sections: 
Section 1 (6.2) will start with a brief introduction of the idea of writing context and 
its relationship with composing processes; 
Section 2 (6.3) will provide a general picture of the school writing context in Hong 
Kong and its influences on students' composing processes; 
Section 3 (6.4) will describe students' home writing context and its influences on 
their composing processes; 
Section 4 (6.5) will pinpoint a surprising finding concerning the way students 
interpret the nature of ideal writing context; 
Section 5 (6.6) will end the chapter with a brief summary of the contextual influences 
on composing processes that emerge from the findings. 
6.2 Orientation of writing context and its relationship with composing processes 
Since the foundation of this chapter is based on the analysis of writing context and 
its influences on students' composing processes, it is necessary to define the concept 
oi writing context used in the first place. As explained above, it is important to pay 
close attention to the setting in which a writer composes, and to the writer's account 
of his/ her own processes at the time of writing. The phrase writing context may 
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embrace different meanings with different types of study. For instance, in teacher-
oriented action research, context refers to institutional variables within a specific 
classroom setting. However, the concept in this study is limited to institutional 
variables such as guidelines for practice, time limit, environmental condition, and 
student and teacher beliefs and practices that are common to Hong Kong writing 
classrooms. 
For every single writing task, a writer may practice some inertia writing habits 
and rituals, but the composing processes will vary from task to task (McLeod, 1987; 
quoted by Gong & Dragga 1995). In other words, each writer has unique 
composing processes; however, the question raised is, why does this happen? 
Writing is not only an individual but a social act which always exists in a rhetorical 
context. Accordingly, composing processes are most likely affected by two types 
of factors: internal and external influences (see Appendix O). In this chapter, the 
discussion will focus on an inventory of external influences, suggesting variables in 
a world outside the writer which may either advance or hamper the composing 
processes. The categorisation of external influences on composing from Gong and 
Dragga (1995) will be modified to analyse the inventory of influential variables in 
the present study. An understanding of the immediate contextual variables for the 
student writers will serve as a potential case for fiirther exploration within the 
different writing environments of Hong Kong. 
6.3 A general description of the school writing context and its influences 
on students' composing processes 
6.3.1 Overview 
One of the helpful ways to make sense of the various forms of influence exerted by 
different aspects of the learning environment is to apply what has come to be known 
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as an ecological perspective (Brofenbrenner, 1976). In order to understand a 
person's development, it is argued that we need to take into account the ecology, i.e., 
the environmental systems surrounding him/ her. A variation of the ecological 
perspective which has been particularly influential in its effect on school psychology 
is the systems approach. Based on this approach, each individual is viewed as an 
inseparable part of a social system. Sometimes these systems have defined 
boundaries such as school, classroom and family. To understand how and in what 
ways people undergo learning within a particular system such as a school, it is 
necessary to consider how the system works as a whole and the kind of influence that 
system brings to bear on different individuals. Accordingly, this section starts with 
revisiting the overall picture of institutional concerns emerging in the school writing 
context in Hong Kong. It will then be followed by an investigation of the external 
influences that have proven to be significant to the composing processes by the two 
writers. The inventory of external influences to be discussed include physical 
environment, time constraint, writing approach and teacher/ audience feedback. 
6.3.2 Institutional variables and concerns of teacher and student in a typical 
Hong Kong secondary writing classroom 
The culture of writing in Hong Kong secondary school context is primarily said to be 
a teacher-dominated and product-centred culture (Pennington & Cheung, 1995). 
The product-centred orientation remains at the lexical-concerned level as there is 
little evidence of textual concerns beyond sentences. Moreover, writing is also seen 
as a predominantly individual act in which the students are required to work alone to 
complete the writing task, not provided the choice to collaborate or interact in peer 
groups. 
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In a typical composition lesson, teachers spend the first part of the class in 
preparing students for the writing task. Nevertheless, less than one third of the 
class time is spent on the pre-writing instruction, and the bulk of the time is devoted 
to students completing the task assigned by the teachers, with the classroom silent 
while everyone is writing. All the classes end with students writing individually 
while most of the teachers walk around the classroom answering questions raised by 
students, and the majority of students' writing difficulties concern the appropriate 
usage of vocabulary and expressions in expressing themselves. Teachers then 
spend much of their overwhelming, limited working time in correcting students' 
numerous and careless errors. Students then have to spend more precious learning 
time on rewriting the corrections. Revision is then regarded as synonymous with a 
"corrected version" of the compositions or assigned as a punishment for making the 
careless errors. However, this practice results in insignificant improvement in 
students' writing and much frustration among teachers. In this situation, there is no 
evidence of implementing the process approach to the classroom because the 
innovative is seen as infeasible within the context in terms of time and resources 
available. 
Several characteristics of current practice cause students' difficulty in 
expressing themselves in the English written mode, and one of the main factors is the 
legitimate goal of writing instruction — to teach students to write grammatically 
accurate English that will produce reasonable results in both school-internal 
examinations and public examinations. It is revealed in the follow-up interviews 
and the written texts of the two students that in spite of the possible pedagogical goal 
of writing as training students to become good negotiators with their own ideas, it is 
the goal of providing a final product that is error-free, which seems to dominate the 
Hong Kong writing classrooms. In other words, teachers believe that a 
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composition with a lot of grammatical errors is considered to be unsatisfactory even 
if it is of a reasonable content and organisation. 
Although there is evidence of promoting idea generation activities in the writing 
lessons, the teachers in this study do not seem to recognise the importance of 
teaching students to negotiate their ideas with their linguistic repertoire. For 
instance, they follow the tripartite marking scheme for grading students' 
compositions which consists of three components, namely, language, content and 
organisation. Nevertheless, the language component, i.e., grammatical accuracy, is 
given the most weighting. It is also evident from the students' written texts that 
there are guidelines for marking the language errors with the marking notations/ 
codes whereas no specific criterion for judging content is found. In other words, 
while the teachers are not downplaying the role of content and ideas in a 
composition, they have reached a tacit consensus that readers will fail to understand 
the ideas unless they are expressed in accurate language. 
The overarching concern for producing compositions which display writers' 
ability to accurately manipulate vocabulary, language mechanics and grammar with 
some other mechanical aspects of writing such as spelling and punctuation causes 
negative effects on the students' perceptions and attitudes regarding writing (Raimes, 
1983). Students have an exclusive habit of concentrating on the linguistic 
dimension, and they are unlikely to devote efforts to the ideas and meanings of their 
writing. As a result, students engaged in this type of writing practice see little 
purpose or relevance in what they are asked to write about, and few of them enjoy 
writing in English. Not surprisingly, it is found that both teachers and students 
believe that writing is the most difficult and frustrating skill to teach and to be learnt 
(Pennington, 1995a, 1995b; Sengupta, 1996; Lee, 1998). 
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6.3.3 Individual perceptions of classroom environment on 
the composing processes 
A growing, but still too little known, interest area has come to the stage over the past 
three decades: studying the classroom environments and assessing how such 
environments affect students' learning process by obtaining the learners ‘ perceptions 
(Jackson, 1968; Moos & Trickett, 1974; Galton et al, 1980). It is the students' 
perceptions and interpretations over the environment that affect their learning 
processes rather than the actual physical characteristics themselves. In this type of 
research, a learning environment refers to four domains - physical, social, 
instructional and psychological (Pielstick, 1988). In this sub-section, we will look 
at the physical classroom environment which may affect students' composing 
processes. The physical domain of the classroom learning environment is a 
complex aspect which consists of factors such as temperature, light intensity, noise 
level and space — all are contributory parts in facilitating or hampering learning. 
In the follow-up interviews, Agnes and Starberry report that the silent writing 
setting in the classroom serves as the most facilitative factor leading to a full 
concentration and also, interestingly, a sense of security for their composing 
processes: 
As long as it's a quiet place and there's no much disturbance 
when I write. In the writing lesson, everyone concentrates on 
their work and it's almost complete silent in the classroom apart 
from the first few minutes for small group discussion.^ (see 
Appendix T, Agnes's follow-up interview) 
I'd be more excited at writing as there are other classmates 
doing the same thing with me. The atmosphere is more 
3 In this thesis, students' exact wording has been maintained so that their voices and views can be 
accurately and authentically presented. 
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suitable for writing. Everyone concentrates on the writing 
which pushes me to concentrate on mine as well. I like writing 
in the classroom since there're other classmates doing the same 
thing with me. I'm not being isolated and it's more secure, 
(see Appendix T, Starberry's follow-up interview) 
Although writing is characterised to be a predominantly individual act in Hong Kong 
secondary writing classrooms, this study reveals that students, working under the 
same circumstances with other classmates, are sometimes motivated to learn. To 
be more precise, students become fearful of inferior performance and making 
mistakes among other students. In other words, school writing practice promotes 
an egoistic and social comparison orientation among the students. This premise is 
justified by Agnes's comment on her school writing practice: 
In school, you are always comparing with others. If you see 
your classmate' s essay is very long, you may also lengthen your 
essay. If you know that one of your classmates has the same 
idea as yours, you may change your ideas immediately, (see 
Appendix R, Agnes's writing journal 15) 
On the other hand, both students reveal a sense of restrictiveness regarding the 
setting for their composing processes. In a formal classroom setting, all students 
are required to sit in rows, with a teacher as an authoritative figure in the front of the 
room. The whole class is kept rigidly under the teacher's control that is more likely 
to lead to dissatisfaction and alienation and does not facilitate social or academic 
growth. As a result, it confines students from exploring material for their 
compositions: 
At school, we are only allowed to sit there and not to move 
during writing. Also, chatting is not allowed. It is very 
difficult for us to think. If we don't have any idea for that 
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essay, even though we sit there for the whole lesson, there is still 
nothing to inspire us to write. In that case, we often write 
something not related or nonsense, (see Appendix R, Agnes's 
writing journal 17) 
It's all constrained by the environment and time. The school 
setting and time schedule won't allow me to write as freely as 
what I do at home. There's also no source available for 
composing apart from the writer's brain, (see Appendix T, 
Agnes's follow-up interview) 
Apart from the physical environment, the most identifiable variable under the school 
writing context is the notion of time constraint, which will be analysed with 
reference to the students' writing experience in the next sub-section. 
6.14 A rush hour: Influence of time limit on the composing processes 
Imagine that you are in a quiet classroom rushing to finish up your writing in ten 
minutes and sweat is trickling down your back. Do the following comments sound 
familiar to you? "If I had more time to write this, I'd have done a better job." “It's 
almost done, please give me a few more seconds." "Time really flies, would the 
clock stop ticking?" Such comments reflect how anxious and unsettled you 
become when the deadline of your composition is approaching. The question that 
arises from this vexing but common experience of student writers is how will time 
limitations affect one's planning, translating and reviewing processes? Does 
having a time limit help or hinder a writer's composing processes? 
In this study, although there is evidence of the two classroom teachers trying to 
make the writing tasks more manageable to the students by providing opportunities 
for generating ideas and devoting attention to textual structure (in Starberry's case), 
the time allocated to these pre-writing inputs is minimal. In terms of the time 
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available, not more than half of the lesson is spent on such inputs. Moreover, the 
teachers believe that it is more important to have students complete the tasks in class 
rather than at home because students could receive help from family members or 
other people. With the backdrop of limited time available in class, students are then 
least likely to consider how to develop their writing processes but instead are more 
likely to worry about how to fit a minimum number of words into their 
compositions: 
It's rather rush to do compositions in school. No matter we 
have finished the compositions or not, we have to stop writing 
and hand them in to the teacher at the end of the lessons. My 
teacher won't let us do the incomplete writing after school. 
Due to the time limit in school writing lesson, I may skip the 
planning stage at the beginning of writing. That means I 
would just write down whatever comes up to my mind without 
any planning ahead. Sometimes, I may also give up some 
ideas for my writing as time doesn't allow me to write too much, 
(see Appendix T, Agnes's follow-up interview) 
Agnes's response reveals that imposing a time limit on students leads to incomplete 
composing processes, and thus hinders students from developing a clear conception 
of the content of their essays. In other words, because of the limited time available 
for writing in class, student writers cannot afford to spend time during the writing to 
do additional planning or rescan to take stock of what they have written to aid them 
in the next formulation of ideas. This underdeveloped aspect of writers' composing 
processes is crucial yet often ignored in teaching composition; however, it 
significantly affects the outcome of the products. 
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6.3.5 Approaches for writing in school 
On the premises of "practice makes perfect" and "students are learning by doing," 
the English writing tasks in school are seen as single-round product-oriented 
practices to the students, in the hope that students write more and teachers mark 
more within the limitations posed by time and resources. Although there has been 
evidence of change towards a process-oriented writing instruction at secondary level 
(Brock, 1994, 1995; Pennington 1995b; Tsui, 1996), attitude resistance and 
contextual factors still hinder the implementation of the process approach 
(Pennington & Cheung, 1995, pp. 21-22). In the interviews with the students and 
their teachers, it becomes apparent that they only have a superficial understanding of 
what their composing processes included. They tend to think that the only way 
process writing can be introduced to the existing writing methodology is to follow 
the process approach, which will focus on multiple rounds of drafting and fluency at 
the expense of language accuracy. They even maintain that this approach is not 
feasible within the Hong Kong context in terms of time and resources: 
It (the process approach) may be regarded as an idealised 
approach only. In other words, it may not be applied to the 
compositions we do in the writing lessons as we don't have 
enough time for revising the drafts, and we are required to 
complete a minimum number of compositions in the range of 
ten to twelve compositions in an academic year, (see Appendix 
T, Starberry's follow-up interview) 
Despite their agreement on the impracticality of the process approach, the two 
students in this study reveal two different views about the aims of writing which lead 
to different strategies to process and product. Agnes demonstrates a reflective 
knowledge-transforming behaviour in her composing processes (Graves, 1975). 
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Instead of reproducing content from her memory and input from the writing task 
itself, she tries to test new subject matter and choose the materials for her writing 
based on a careful analysis of the purpose of writing and the needs of her audience. 
In other words, she sets out to transform the established materials found in other 
sources into original ideas and content for her writing. 
On the other hand, Starberry demonstrates a reactive knowledge-telling 
approach (Graves, 1975) in her school writing tasks. She simply assembles and 
reproduces the established inputs preset in the ready-made writing plans, with rare 
contemplation of her works, and a lack of sense of audience; she also shows an 
inability in using reasons beyond the affective domain in evaluating her writing. 
Accordingly, she can complete the tasks quickly without much effort. The 
advantages of providing the ready-made pre-writing materials, which aims at 
developing discourse knowledge and topic knowledge in students, are repeatedly 
shown in Starberry's response. However, the guided practice tasks inevitably cause 
some drawbacks to students' writing practice which will be analysed in the coining 
sub-section. 
6.3.6 Teacher intervention as a part of the writing environment 
A different but related aspect of the classroom environment which inevitably 
influences students' writing outcomes is their interpretation of teachers' intervention 
and feedback regarding the writing. The management of students' learning is 
clearly linked to their teachers' roles in setting positive and encouraging classroom 
environments that are conducive for learning. Not only does this become apparent 
in the interviews with the teachers but also in the two students' responses to the way 
their teachers offer feedback to the compositions: 
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I always want to impress the school teacher by putting more 
effort on my works. Poor quality of compositions would give 
the teacher a bad impression. I think the purpose of writing 
should be to write whatever you want to communicate with the 
audience. The writer has every right to express his/ her 
intended meaning. However, I know some students have a 
reservation that they would skip the so-called "extreme" ideas 
which may not be welcomed by the teachers. When I was in 
the junior form, I once met a teacher who was very friendly to 
students and open-minded. As a result, I would write 
something funny and innovative for my compositions. I 
supposed she didn't mind at all and even welcomed students' 
creativity. She would share the amusement in our 
compositions with the whole class. On the other hand, if the 
teacher is mean to us and serious, I would just use the ordinary 
ideas for the compositions. I sometimes have this kind of 
hesitation for the school writing tasks, (see Appendix T, 
Agnes's follow-up interview) 
When I do the school writing tasks, I always have a reservation 
in putting my ideas in the compositions. Vm afraid of being 
scolded and penalised by the teacher if I write some ridiculous 
ideas, (see Appendix T, Starberry's follow-up interview) 
What leads students to come to these interpretations of the teachers' roles in their 
composing processes? Apparently, the two students have formulated a mental 
picture of the audience, in this case their teachers. Their responses confirm the fact 
that teachers play a significant role in determining how students interpret and 
respond to the tasks. Teachers manage the writing tasks differently, and hence it 
can be said that each of them provides a different context and set of constraints for 
her particular students. Nelson & Hayes's study (1988) suggests that when teachers 
structure the writing context including providing guidelines and process 
requirements, students tend to respond to the tasks with relatively high-investment 
strategies (e.g., time-consuming writing strategies, extensive initial planning, 
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exploratory research on the writing topic, accepting possible materials for rhetorical 
relevance and validity). On the other hand, students would perform the low-
investment strategies (e.g., time-saving strategies, intensive planning for direct 
relevant materials, assembling and reproducing ready-made inputs preset, accepting 
sources for ease of access, procrastination) when their teachers do not structure the 
writing situation beyond assigning a topic and a due date. 
However, the findings revealed from the present study differ substantially from 
Nelson & Hayes's argument (1988). In Starberry's case, her teacher intervenes in 
the pre-writing stage of the processes by providing advice, detailed writing plans, 
and suggestions on the content that influence how Starberry completes the tasks. 
This manipulation of the composing context results in an over-reliance on the 
writing guidelines and underdeveloped composing processes, as discussed in the 
previous sub-sections. On the contrary, Agnes is left to complete the writing tasks 
on her own; she has no formal guidelines but is introduced to the brain-storming 
techniques such as an idea-clustering map. 
Surprisingly, it is observed that an environment which requires large amounts of 
assigned writing and teacher supervision, i.e. the instructional approach adopted by 
Starberry's teacher, inhibits the range, content, and amount of writing completed by 
students. From Starberrys' response in the journal entries, the planning stage is 
rigidly handled by her teacher and the ready-made guidelines. The only thing she 
has to plan is what the introduction should contain and what the main points in the 
body will be. In response, her teacher believes that it is a far more crucial task to 
get her students to complete the tasks in class by providing detailed outlines and 
relevant inputs for them. As she points out, "No good input for the students, no 
good output is expected" (see Appendix T, Starberry's teacher interview). 
Starberry also agrees that "Everything is ready in the writing plans, how comes do I 
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need to create my own ideas! I'd first take a look at the writing plans first, and then 
use the vocabulary and sentence structures given. It becomes rich in content as 
well as logical in organisation" (see Appendix T, Starberry's follow-up interview). 
In the meantime, whether or not students develop a clear conception of 
composing as a self-discovery process remains uncertain. The following extracts 
makes this question clearer, highlighting the fact that originality is not a concern - it 
is out of students' minds. The ideas expressed by the different students are similar 
to each other and illustrate this point. According to Starberry: 
Fm just lazy for thinking ideas of my own. I don't want to 
waste any time in coming up with ideas which may not be 
regarded as good by the teacher. It's just a waste of time. 
Why not follow what has been planned and suggested by the 
teacher? Every student has more or less the same content for 
the writings, but it's still okay to share good ideas with each 
other. The main difference in the scores is decided by the 
language we use ... whether we use the accurate grammar. I 
don't mind being confined by the writing plans though I may 
not be able to express myself freely in the writings . . .of course, 
not too many restrictions on the ideas. For example in the 
most recent school writing task I've just done, the content for 
each paragraph has been decided by the organisation suggested 
in the writing plan. It's about one naughty thing I have done. 
I can't write too exaggerated ideas as I have to follow the idea 
flow suggested, (see Appendix T, Starberry's follow-up 
interview) 
Moreover, both teachers perceive their roles as language teachers, rather than writing 
teachers, whose responsibility is to help students develop the overall language 
competence. They regard grammatical accuracy as the central position in marking 
students' works. When the teachers mark students' compositions, they keep their 
eyes on the surface level features and respond to the compositions at sentential and 
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clausal levels, rather than discourse and rhetorical features. Accordingly, the 
compositions returned are always marked in red with many marking codes on the 
errors, and a large proportion of teachers' feedback is language-oriented. In 
Zamel's words, they are "distracted by language related problems that they often 
correct these without realizing that there is much larger meaning related problem that 
they have failed to address" (1987a, pp.700-701). From the students' perspective, 
however, teachers remain as authorities who pass knowledge on to them, rather than 
as interested facilitators who help them develop their composing processes. 
6.4 A general description of the home writing context and its influences 
on students' composing processes 
6.4.1 Overview 
The deepest memory I have of Agnes and Starberry is observing them writing their 
compositions on their desks, buried under piles of textbooks and lesson notes, at 
home without any teacher supervision. I wanted to learn more about how the two 
student writers work when composing at the home environment, i.e., within a context 
set by themselves. Besides this, as revealed from the interviews with their two 
teachers, there still has been a distrust of essays written at home among the teachers 
in Hong Kong. It is believed that students would receive help from their family 
members, friends and tutors, and therefore, it is hard to determine how students 
really master their compositions (Pianko, 1979). While not commenting on the 
validity of these suspicions, we are going to look at the same coin from another side 
that students seek help from their family and friends and search materials from other 
sources exactly shows their interest in doing something favourable to their 
compositions. It also reveals their enthusiasm in valuing the composing processes 
as an exploration of ideas, instead of seeing the writing tasks as nothing more than a 
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tedious language exercise. 
Accordingly, this section will start with an overall picture of how the two 
student writers work when composing at the home environment. It will be followed 
by an investigation of the inventory of external influences, physical environment, 
time constraint, writing approach and teacher/ audience feedback, which are 
significant to their composing processes. 
6.4.2 Individual perceptions of home environment on the composing processes 
One provocative finding of this study concerns the naturalistic home environment 
giving greater choice to student writers on whether they write or not, when to write 
and where to write. By doing so, they write more and explore more the meaning-
discovery processes than they do with specific writing tasks. During the study 
period, the students are asked to complete two expressive writing tasks on topics of 
their own choice. All the drafts are done at home after the tutorial sessions with the 
researcher so that the students can take as much time as necessary to complete the 
writing. This is based on the supposition that having no time limit entails far more 
intense intellectual engagement in the composing processes than in the conventional 
one-session assignment within the restrictive classroom setting. 
Being asked to elaborate on her comment on the home writing environment, 
Agnes responds: 
I like writing in a quite place. I, however, find the home 
environment is more comfortable for me to write. I can do the 
composition all around the house ... here and there …where 
ever I like. Also, I can leave the composition for a while when 
I feel tired on writing, and then come back after taking a break 
by which I can refresh my mind and come up with more ideas, 
(see Appendix T, Agnes s follow-up interview) 
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There is no time constraint in writing at home. You can write 
whenever you like, you can write when something suddenly 
comes to your mind. Or you can stop writing at the middle of 
the passage and come back to there later. You can also write 
where ever you like . . .on the desk, on the dinning table, on the 
bed, etc. (see Appendix R, Agnes's writing journal 15) 
In her response, it is found that the home setting provides a safe environment for her 
writing. Agnes has the autonomy to control the most favourable place and time to 
write, i.e., working in a quiet studying room at midnights when her family has all 
gone to bed. She then puts her mind in order, sitting in front of the tidied up desk, 
and recalls her prior plans for the writing. Moreover, her anxiety level is incredibly 
lessened since Agnes is consciously aware that her writing is not going to be 
corrected by a teacher-as-examiner figure but instead by her tutor. Consequently, 
Agnes simply feels freer to use language in expressing her meanings. 
Besides writing in the "safe" environment, Agnes also shows her sincere 
concern in the pre-writing processes, the materials searching stage in particular. In 
other words, she does not hesitate to use sources that are handy when she is working 
at home: she uses dictionaries, newspapers, textbooks and even the Internet to search 
relevant information, to elaborate examples to justify her ideas as well as to 
transform the established knowledge found in the sources into her own ideas 
(Discussed in Section 6.3.5, see above.). 
While benefiting from an easy access to a variety of sources in the setting, on 
the other hand, Starberry thinks that the noisy and crowded home environment 
leaves her no room to enjoy the composing processes in its flill utility: 
I'm always disturbed by my family members at home. It's so 
noisy that I can't put my attention on the work. There're also 
phone calls from time to time which also get me away from 
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concentration. On the other hand, I have to admit that it's 
comfortable at home . •. with bed, sofa and TV which help to 
raise my spirits in writing. It's just different from writing in 
school where the teacher keeps an eye on us. As a result, 
everybody just concentrates on writing and dare not to make any 
noisy, (see Appendix T, Starberry's follow-up interview) 
Still, Starberry enjoys the advantage of choosing the best time of day preference for 
composing: 
The most suitable time for doing homework is in the afternoon 
when there're few friends online on the ICQ, and Vm not 
interested in the TV programs during that time slot. Pretty 
much •.. from the noon till the whole afternoon. I usually wake 
up around the noon on Sundays, and I find myself the most 
fresh ... with a fresh and clear mind. I suppose this is the best 
time for me to compose ... with more ideas and less time spent on 
it. I mean I can finish the writing within a short period of time, 
(see Appendix T, Starberry's follow-up interview) 
6.4.3 A relaxing moment: Influence of time autonomy 
on the composing processes 
The two students' writing experience at home confirms the idea that having no time 
limit results in far more intense intellectual engagement in the composing processes 
than the conventional one-session assignment in the school writing class does. 
Without a time limit, the students work though their complete composing processes 
with the development of a clear conception of the content of their essays. In other 
words, having ample time available enables writers to experience handling their 
tasks with an exploratory approach: 
I find myself do a better job in the home writing tasks which give 
me greater satisfaction. I can keep on revising the home writing 
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tasks until I think they are satisfactory for reading. On the 
contrary, I can't do so in school as there's not enough time for me 
to revise. There's no way out but a poor expectation on the task 
only. I find the writing approach used for home writing tasks is 
more beneficial to my writing. The main reason accounting for 
my preference is time limit. Fm so constrained by time 
available in school. It's too rush and I can't even finish my 
writing within the time limit. I can only finish the compositions 
carelessly so that I can hand them in to the teacher on time. I 
don't think it's the purpose of writing. Writing at home is more 
relaxing and I have plenty of time for generating ideas and 
composing, (see Appendix T, Agnes's follow-up interview) 
In fact, Agnes and Starberry are required to follow a schedule working on an outline 
and one initial draft before giving a final draft to the researcher. Not surprisingly, 
there is evidence in the final drafts of the home writing tasks showing their 
improvements in the writing in terms of both content and language mechanics. 
In Agnes's response, she fiirther reveals that time limit does impose great 
anxiety on her writing performance; time limit diminishes her willingness to write as 
she has become preoccupied by the need to produce a specified number of words 
within a short period of time (the maximum time available is one hour and fifteen 
minutes). However, it is also necessary to point out the fact that the benefits from 
composing within the unspecific time limit can only be achieved if students have 
proper self-management of time. In other words, they are expected to keep on their 
working schedule even with intervening interruptions. Otherwise, they will 
procrastinate their work which leaves them no time to appreciate the writing. 
Starberry admits, “I may spend two days on one home-taking writing assignment 
during the school holiday which is very inefficient" (see Appendix R, Starberry's 
writing journal 16). 
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6.4.4 Approaches for writing at home 
In the home writing tasks, the two students are encouraged to respond to the content 
of their writing instead of the language. For Agnes and Starberry, the main factor 
that make them anxious is that their compositions are marked by the teacher-as-
examiner for a grade. However, when they are given the focus in the middle stream 
of the working processes instead of looking at the final product, they have nothing to 
fear. The student writers can posit their writing as a rough piece of work to be 
refined whenever they consider it is necessary. On this premise, the researcher 
decides to introduce the process approach to the students; it places an emphasis on 
the importance of a series of drafts throughout the composing processes as they 
eventually discover and approach the intended meaning. However, since it would 
take too much time to complete a writing task based on the pure process approach, a 
modified version with reduced number of revisions is developed. The two students 
are asked to produce an initial draft, revise it after getting feedback from a review-
sharing session with the researcher, and then hand in a final draft. 
Another common practice of pre-writing instruction evident in Starberry's case 
is the use of a formal writing outline. Many teachers still insist that a good quality 
composition should be accompanied by a well-organised plan of all pertinent ideas, 
and hence students are required to write detailed outlines before they start to 
compose. In fact, as revealed from the written texts and the students' responses, 
although the use of an outline gives the students a sense of control, the final written 
products tend to be mechanical or even partially different from the original plans: 
Actually, I may not follow the outline strictly when I compose. 
I don't want to waste time on doing on it as time is really tight 
in the writing lesson. For the same reason, I write brief notes 
for the writing rather than coining up with a detailed writing 
plan beforehand, (see Appendix T, Agnes's follow-up interview) 
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In this study, instead of forcing the two students to work on the formal outlines for 
the home writing tasks, they are introduced to a different pre-writing approach. 
The reason for not using the formal outline is its restrictive nature of rules and 
patterns limiting writers' natural flow of thinking, and thus, inhibiting the meaning-
discovery processes. In its stead, the students are encouraged to start working on 
any of the elements of the composition with which they feel the most comfortable. 
They jot down keywords and phrases that they can think of in association with the 
elements (see Appendix Q - List of key ideas). The ideas are all recorded and kept 
in their writing portfolios for later use. By doing so, the students can generate as 
many ideas as possible without worrying about expressing them in the accurate 
language forms. 
In the home writing tasks, the two students consistently proceed with their 
compositions without the formal outlines, and they reveal that a large portion of the 
planning occurs during the drafting stage. A complete conception of writing then 
develops gradually throughout the processes. In this study, a concept is made clear 
to the students that writing is a non-linear, exploratory, and generative process 
whereby writers discover and reformulate ideas as they attempt to approximate 
meaning. Revision is also a necessary process in which they re-organise and re-
formulate their ideas. It is expected that, in this way, students would develop a full 
sense of writing as a discovery process of meaning expression. 
6.4.5 Teacher-as-collaborator in the writing environment 
It is natural that student writers like Agnes and Starberry would not be aware of the 
role that the audience plays in their composing processes, apart from their teachers. 
After the study period, it is revealed from the journal entries that the sense of 
audience becomes apparent. By using the review sheets, the researcher maintains a 
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dialogue with the students which we discuss back and forth over their performance 
in the first drafts. Provided that the students have developed mutual trust with the 
researcher, the feedback sharing sessions contribute to provide a safe and supportive 
environment in which the students develop thinking and writing. 
In the review-sharing sessions, the researcher provides instructional support 
through the use of review sheets and students' journal entries. The extensive 
feedback given in the form of suggestions not only serves as guidelines for the 
students to identify and remedy problems, to further explore and formulate ideas, but 
also leaves room for students' individual interpretations: 
I like using the review sheet because it let me know what's wrong 
with my composition and there are suggestions about how to 
improve the problems. It is a very good and clear guideline for 
my second draft. It prevents me from making the same mistake 
again, (see Appendix R, Agnes's writing journal 4) 
The approach of the home writing tasks given in the tutorials is 
able to enhance my awareness to composing. More importantly, 
the researcher goes through the expressions and underdeveloped 
ideas with me that give me inspirations for the revision, (see 
Appendix S, Starberry's retrospective report 2) 
The review-sharing sessions aim at providing real purposes for writing and 
encourage the student writers to negotiate and explore their intended meaning. 
Accordingly, the student-researcher interaction is similar to a sharing activity rather 
than an authority-fronted discussion. In other words, the researcher and the two 
students play less traditional roles in the study than they do in the school setting. 
Instead of taking a role as language-examiner, the researcher plays the role of peer 
facilitator and collaborator. This nature of interactive communication results in 
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better student involvement and skillful control over the idea development. 
6.5 Students' interpretations of an ideal writing context 
Both students find neither school nor home environments the suitable writing context 
for their writing. Interestingly, they value an unconstrained setting as the most 
ideal writing context facilitating their flow of thinking. It tends to be a boundless 
setting which allows their imagination and freedom to lead the writing: 
I'd like to write in a vast and boundless setting. Sitting in front 
of a large window with nice landscape outside, a piece of 
verdurous grassland and a clear sky. It would be wonderful! 
It's so quiet and peaceful that I won't be affected by ant noise, 
(see Appendix T, Agnes's follow-up interview) 
I like writing under bright lighting. It's so dim in the living 
room that I'd easily fall into sleep when I write. Besides, I'd like 
to write in an airless room where all the windows are open. It 
helps to stimulate my thinking process, (see Appendix T, 
Starberry's follow-up interview) 
Writing as a creative process links with human thinking processing; inspiration is 
thus seen as an essential element for this idea-oriented human activity. Only 
providing the student writers with an insightful place where they feel comfortable 
can initiate and enhance their thinking processes, thereby achieving an enjoyable 
writing experience. 
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6.6 Chapter summary 
In this chapter, we have looked at how the two student writers reveal the value of 
composing processes working under both controlled and naturalistic settings. The 
chapter leads to a deeper understanding of how different writing situations/ contexts 
influence students in responding to the writing tasks. There is evidence supporting 
Nelson & Hayes,s conclusion (1988) that some students may automatically or 
purposely choose different strategies in certain writing contexts. It, however, 
argues that each individual will construct his or her own perception of the context in 
which writing is leamt, making it hard to make any statement about the most suitable 
context for writing. Even so, the chapter has presented a clear picture that physical 
environment and teacher's role in providing instruction inputs are the most essential 
elements accounting for the writing context and how students approach their writing 
tasks. Discursive conclusion of the significant contextual factors influencing the 
students' writing processes will be presented in the next chapter. 
138 
CHAPTER 7 — CONCLUSION AND RECOMMENDATIONS 
7.1 Summary of findings 
Since the orientation of the study is a context-specific case, the data presented is 
contextualised within the context of Hong Kong secondary school writing 
classrooms. The purpose of this chapter is to summarise the findings presented in 
the previous three chapters and also provide a brief overview of the implications 
arising from the present study for the field of EFL writing in Hong Kong. It will 
revisit the presented findings in order to give a coherent picture of the contextual 
influences on the two students' composing processes. 
Wide-ranging accounts of literacy in home, school and work environments 
explore the importance of understanding writing as social and cultural processes. In 
many writing studies, writing is seen as it is used in the social and political conduct 
of daily lives. Accordingly, the present study adopts an ethnographic approach in 
the hope of discovering the role writing plays in the social and cultural setting of 
writing classrooms. It not only accounts for the writing culture of Hong Kong 
secondary schools, it also leads to a richer understanding of our students' composing 
processes and the cultural contexts that encourage their writing. 
The researcher is mindfol of the temptation of over-generalising the results of 
an individual or small group to imply the results valid for groups not specifically 
studied. The naturalistic inquiry of this study produces only a description of the 
writing behaviour of two specific subjects, and therefore, it cannot offer any cause 
and effect relationships. Another problem with the study design is related to the 
unconscious biases of the researchers and the imperfections of human observations. 
It, however, should be clarified here that the interpretations of descriptive data in this 
study are the researcher's constructions of meanings which are always open to other 
interpretations from different perspectives. This study only highlights one of the 
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possible interpretations with acknowledgement of the possibility of alternative 
interpretations. Caution should be taken in generalising the findings to apply to the 
entire student population and all contexts of writing classrooms in Hong Kong. 
In responding to the four research questions, subsuming under three parameters, 
posed at the outset of this thesis, a discursive conclusion will be made as follows: 
1. Students writers' views regarding writing 
Within the present product-oriented and teacher-dominated classroom culture, 
students write what they axe assigned to write and work for a grade at the end of 
each composition. It is less likely that the students are encouraged to take charge 
of their writing in order to find a personal voice. Rather, the nature of writing is 
seen by many Hong Kong students as a deeply-rooted belief that good writing is 
synonymous with correct writing. This practice reinforces students' boundary of 
producing “safe” compositions minimising language errors and also leads to an 
insignificant role of meaning-discovery in the composing processes. 
2. The composing processes and the written products 
The commitment to composing processes is linked to two aspects - writer 's 
linguistic proficiency and instructional tasks assigned. The writer's linguistic 
proficiency contributes to the fundamental capacity in looking at the effect of 
availability of linguistic resources throughout the composing processes. Since 
EFL student writers posses a limited linguistic maturity, they may not be able to 
utilise their language repertoire in expressing meaning in the written form, always 
resulting in an unfavourable interpretation of the writing experience. At the same 
time, teacher's instructional inputs and extensive feedback are regarded as 
attributions to students' confidence in writing. However, the study suggests that 
there is little apparent evidence of independent writing amongst the student 
writers. 
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3. The influences of writing contexts on students writers' composing process 
Student writers' composing processes are likely affected by two types of factors: 
internal and external influences. The discussion in the study focuses on the 
external influences, suggesting variables in a world outside the writer which may 
encourage or hamper the composing processes. The inventory of external 
influences has been discussed including physical environment, time limit, writing 
approach and teacher/audience feedback. It is evident that each individual 
student may automatically or purposely choose different writing strategies 
according to his/her own perception of the context in which writing is taking place, 
making it difficult to come up with a conclusive statement about the most suitable 
context for writing. Even so, there is evidence that physical environment and 
teacher's role in providing instructional support are the most essential elements 
accounting for the writing context and influencing the way student writers 
approach their writing tasks. 
Beside the above key findings, there are some other prominent elements worth being 
revisited in the following sub-sections: 
7.1.1 Product writing dominates the school writing context 
Writing in Hong Kong secondary schools is primarily said to be teacher-dominated 
and product-centred. On the premises of "practice makes perfect" and "students are 
learning by doing," English compositions done in schools are seen as single-round 
product practices, in the hope that students write more and teachers mark more 
within the limitations posed by time and resources. The time allocated to the 
writing tasks is very limited, usually within a one-hour lesson, and students are 
required to complete the tasks in class - a practice that teachers believe accurately 
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reflect students' real writing abilities. In effect, the classroom context assumes that 
writing is a solitary pursuit where maximum class time is spent on students 
completing the writing tasks individually. 
The most prominent finding in the present study shows that the context is one in 
which language accuracy plays an essential role in the way teachers instruct the 
school writing tasks, give feedback and talk about writing. The teachers in this 
study consider themselves as "teachers of English" rather than 'teachers of writing"; 
as a consequence, their major concern when teaching writing is the adequate and 
appropriate use of language. A minimum number of compositions is assigned each 
academic year, and their students are required to write a minimum number of words 
in the belief that the learners are provided with adequate exposure to develop the 
ability to write accurately. This overwhelming demand of requiring students to 
produce compositions which display their ability to accurately manipulate grammar 
and vocabulary, together with the more mechanical aspects of writing such as 
spelling and punctuation, causes the difficulties students have in expressing 
themselves independently in the written mode. Because students have to 
concentrate almost exclusively upon the correct language forms, they are less likely 
to pay attention to the content of their writing and what it actually communicates to 
the readers. In fact, both Agnes and Starberry show little or even no concept of the 
purpose of writing. 
According to the two students' responses, attitude towards correction and the 
nature of correction also play an important role in determining their abilities to write 
with confidence. From the analysis, teachers' feedback and follow-up 
consolidation tasks mainly focus on correcting students' language errors. Too often 
it seems that students' writings are returned with red ink highlighting where they 
have strayed off the track of language accuracy. It leads to a negative attitude 
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towards writing in English as students would feel that they are unable to achieve 
success in mastering the language. It furthermore prevents them from taking risks 
and experimenting with the language. Both students consider their teachers as 
"item-examiners" whose role is to correct their work and identify the mistakes in 
their writing. As a result, they demonstrate an avoidance strategy of giving up the 
intended meaning for the sake of accurate language forms. 
On the other hand, the teaching of idea expression and process oriented factors 
has already raised attention among the teaching profession; however, the teachers in 
this study consider it as impractical practice due to the heavy teaching workload, the 
tight syllabus schedule and other institutional constraints. Particularly in the light 
of the requirements of public examinations, the teachers prefer adopting the 
traditional teacher-centred, transmission-oriented approach to writing instruction. 
The traditional approach attempts to satisfy the needs of students in mastering the 
maximum amount of writing input which is directly related to their examinations. 
Such an instrumental learning motivation pressures teachers away from not only 
process writing, but also any other pedagogical innovations. Likewise, students 
perceive the usefulness of learning to be creative and original in writing is a risk to 
take, and thus it is avoided. 
7.1.2 Teacher intervention in the composing processes 
As mentioned previously, language teaching and learning does not occur in a vacuum 
but operate within a context. In any potential educational activity, from culture in 
the broadest sense to cognitive processes that influence students' interactions with 
learning, a variety of factors should be considered as parts of the context. 
Amongst the interacting contextual factors, the present study shows that the quality 
of teacher's instructional input is the most influential element contributing to the way 
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students approach writing tasks. In other words, it is the teacher's writing input 
which makes writing a meaningful activity promoting learning and student 
involvement in writing. Revealed from the two students' responses, successful 
teachers should provide real purpose for their writing in order to integrate students' 
ideas and language use. The students' views match with Applebee's study which 
concludes that "the nature of the communicative situation is the fundamental factor 
shaping the success of instruction. When the teacher plays the role of interested 
collaborator and facilitator, students report a new-found involvement and control in 
exploring their own ideas and seeing them grow" (1984, p. 171). In each case the 
two teachers intervene in one or more stages of the writing process such as providing 
pre-writing input and guidelines, giving advice to students' writing problems, or 
doing follow-up consolidation tasks. These manipulations of the writing situation 
have significant impact on how the students approach and interpret the tasks. 
To be more specific, the teacher's input contributes to the development of 
students' autonomy for their own writing. In the case of Starberry, the ready-made 
guidelines and writing plans were provided by her teacher at the beginning of each 
writing task. Starberry was then required to assemble the language items or 
relevant expressions provided in the writing plans and reproduce them in her own 
writing. As a result, her contribution to the tasks was largely mechanical - all the 
vocabulary and expressions were provided and she just had to slot them into 
appropriate places following the given organisation model. There was little 
opportunity for her to add any thoughts or ideas of her own. This practice was seen 
as a sort of "standard operating procedure," and finally it led to sterile and 
unimaginative compositions and gradually low-investment writing strategies. 
Revealed from Starberry's case, students expect to be told what to do with their 
compositions and how to correct them; there is little evidence of opting for 
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independent learning or learning with the help of peers. This helps to account for 
the reason why Starberry encountered more difficulties than Agnes did in the home 
writing tasks in which detailed writing plans were no longer provided. 
In fact, recent discussion and ethnographic research of classroom cultures in 
academia are painting a dynamic and interactive picture of the relationships between 
students and teachers. Robinson (1981) suggests: 
Acts of teaching both confirm the nature of the social 
relationships and are permitted by those relationships. 
Teachers and pupils repeatedly reconstitute that structure, which 
is both the basis for their interaction and a product of it. And 
ultimately, the teacher is in control; her vocabulary, her 
orchestration of events underlies that control, and in their role as 
pupils, children in turn confirm the teacher's authority, (pp. 89-
90; quoted by Johnstone, 1994) 
Although most of the socio linguists who study interaction between teachers and 
students have used classroom talk/spoken language to infer the social organisation of 
classrooms, North (1985) and others have suggested that students' writing can also 
be used to reflect the social and political dynamics in writing classrooms - that the 
roles enacted by teachers and students are constrained by the locus of authority and 
power in the classrooms. In other words, the dynamic relationship between 
teachers and students also contributes to and manipulates students' writing behaviour 
to some extent. 
Based on this premise, instead of considering the teacher's role as an "item-
examiner," the researcher of this study provides a more positive dynamic 
relationship with the two students in the guided teaching sessions. The researcher 
is seen as a kind of "response partner" who reads the students' writing for content, 
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not just for accuracy, and responds meaningfully to the content with the help of 
review sheets. In the review-sharing sessions, the researcher enters into a dialogue 
with the students and encourages them to think more about what they have written 
and what they want to say. Whatever the comment, it is necessary to make the 
students perceive it to be positive and showing real interest in their writing. As a 
result, both Agnes and Starberry share their work with the researcher revealing a 
personal involvement and satisfaction in the processes. 
7.1.3 Lack of process writing elements introduced 
As revealed from the questionnaire responses and interviews, there is little teaching 
of process writing elements in these students' writing lessons. Revision strategies 
are not taught, and no evidence of revision in the writing is examined in students' 
written texts. So, students' mental definition of revision is synonymous with 
editing for and correction only, mainly on language forms. Genuine re-vision or re-
writing of the compositions is seldom remarked on by the students. In contrast, re-
writing is regarded as a kind of punishment for students who make too many 
mistakes or write absurdly. In fact, given the limited linguistic resources of the 
students, revision may lead to a cognitive overload for the students which only 
results in simply editing local changes. Moreover, the students seldom critically 
evaluate or rescan to take stock of what they have already written down to formulate 
forther ideas. Worse still, both students indicate that they always undergo a 
struggling process of expressing ideas at the sentence level, and therefore they are 
not ready to give up the written ideas they generate. One possible reason 
accounting for the writing mental block is that the investment of time and the 
linguistic resources are seen as a waste of time and effort by the students if their 
original writing is to be changed completely. In other words, they are less willing to 
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change or abandon the ideas that have been written in the first draft. 
In an attempt to tackle the underdeveloped aspect of composing processes of the 
students, in the review-sharing sessions for the home writing tasks, an emphasis is 
put on the importance of a series of drafts so that the students can eventually discover 
and approach their intended meaning. It is believed that unless the students realise 
the potentials of the unfolding composing processes, they will not be able to explore 
the various alternative ways of making meaning but will continually look for 
formulaic solutions to their writing problems. 
7.2 Pedagogical implications 
This section will focus on the pedagogical implications of the research findings. 
Although many aspects of writing have been considered and studied, few attempts 
have made student writers an essential part in the process of discovery, particularly in 
terms of investigating their own interpretations of the writing context. Possessing a 
cultural sensitivity towards language learning, the present study has shown how the 
two student writers respond to the writing approach in school and at home, and how 
the contextual aspects of their writing environments shape the students' composing 
processes. Examining the student writers on their perceptions towards writing 
context, as well as contextual variants, helps to raise our awareness of the type of 
learning environment that the students could find most conducive for their learning 
of writing. But what features of the writing context in the study encourage 
students' writing? Although the present study is descriptive and explorative in 
nature and we cannot draw conclusions as yet about what features are the most 
influential, we would like offer two types of implications according to the needs of 
different audiences: implications for student writers and implications for writing 
teachers. 
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7.2.1 Implications for student writers 
The most important implication to be considered for student writers is the 
development of an awareness of what is involved in the processes of writing. As 
revealed from the present study, students do appreciate the value of multiple drafting 
provided that the rationale of process writing is well explained. Put in this way, 
student writers need to understand why writing is an ongoing discovery process, and 
why revision is a strategic key to become a proficient writer. Student writers should 
become more aware of the dimensions involved in their writing activities in which 
they can explore ideas, intended meanings, concepts and emotions, and in which they 
can evolve a sense of commitment to and understanding about writing. The goals 
of writing should lie in becoming better and more independent writers through the 
taking of initiative for their writing, through learning how to be more critical and 
self-aware, and through trying to solve problems by themselves. Only by letting 
student writers take the responsibility for their own writing can they enjoy more 
valuable writing experiences and develop learning autonomy. 
7.2.2 Implications for writing teachers 
The implications for writing teachers will be discussed here under three headings: 
/ 
negotiating preferences with students, providing worthwhile feedback, changing 
perception of teacher's role in writing. 
Negotiating preferences with students 
It is commendable for teachers to give guidance and practice in order to 
encourage their students to monitor their writing, to value what they produce and 
to have a sense of the worth of investment of time and effort. Specifically, 
teachers should have negotiations with students about their preferences for 
writing topics and approaches before they tackle the writing tasks. For instance, 
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teachers should ask students about what they like to write so as to motivate and 
prepare them to put time and effort into searching for materials and writing 
about topics of their own choice. 
Providing worthwhile feedback 
Feedback from teachers is a central element in the teaching of writing; however, 
providing worthwhile feedback is time-consuming to the overworked teachers. 
Therefore, teachers may have to revise their notions of priorities in the teaching 
schedule of writing so that reading and responding to students' work should 
become the focus for writing activities. Besides, feedback should be given at 
different stages of writing and also in a form which develops the students' 
problem-solving abilities. There are many ways of doing this — giving 
feedback in the form of questions to be answered, or advice and suggestions to 
be followed up, providing feedback in the form of codes to help students 
understand the kind of repair necessary, providing checklists covering various 
aspects of content, organisation, structure and language, conducting whole-class 
discussions on common writing problems, and training in editing and 
proofreading techniques. Finally, having writing conferences, either with 
individuals or groups, is seen as efficient for helping students develop critical 
awareness about their own writing. 
Changing perception of teacher's role 
In order to help students become more independent and critical writers, teachers 
may have to give up the traditional role as "item-examiners" who only 
concentrate on checking the language accuracy in form. Rather, they should 
serve as facilitators or collaborators with their students who endeavour to arrive 
at the best possible solutions to the writing problems of representing meaning 
and content in written language. Teachers should convince their students that 
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they value original thinking and also view the worth of students' efforts. By 
doing so, students will be motivated to write if they have readers who respond 
sympathetically yet fairly to their ideas. Only within a more student-centred 
pedagogic climate can the students develop into a community of autonomous 
writers who are willing to take risks and leam from the processes. Besides, 
student writers may not possess competent language knowledge and linguistic 
resources for expressing their ideas in the written form, especially in EFL 
contexts, the teacher's role is not to evaluate students on the basis of language 
knowledge which may not have been acquired yet, but rather to help them 
acquire the knowledge. 
7.3 Recommendations for further research 
As a naturalistic and interpretive investigation, this study has been a beginning in the 
departure from empirical studies of writing. The present study is based on a multi-
faceted approach of general interviews about two students' writing beliefs and 
practices, participant observation of students' composing, immediate follow-up 
journal entries on behaviour exhibited during writing, and documentary analysis of 
students' written texts. Research on single subjects remains a new area in the 
writing discipline; we need to bear in mind that each writer has his/her own 
idiosyncrasies. 
Moreover, the findings of the study indicate the need for methodological 
plurality in writing research. The study only provides short-listed possibilities in 
studying student writers' composing behaviour in a more humanistic way. It brings 
to the surface a number of ftmdamental issues that need to be addressed by the 
community of practitioners and researchers in writing. These issues have come to 
light through the adoption of multiple methodological perspectives. Put in this way, 
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future research on writing pedagogies may wish to combine the qualitative and 
quantitative insights as two complementary forces in exploring some associated 
concerns between students' perceptions regarding writing and their written products. 
This line of research has rich possibilities for understanding the relationship between 
students' written texts, contexts of writing and students' interpretations on learning 
of writing in all of its complexity. These data enable the writing profession to re-
examine what needs to be the focus of the writing pedagogical techniques. 
In order to benefit writers with different writing needs, fiirther studies are 
also essential in the investigations of a greater variety of writing subcultures. 
A further related area arising out of this study is the replication of similar 
research across writers with different writing experiences and levels of 
linguistic maturity. Such a study would help to confirm the importance of 
linguistic maturity as a key factor in affecting expression of meaning and 
further inform its underlying variables imposed on one's writing development. 
Another possible follow-up study is researching the role of instructor in 
teaching of writing. The concern with grammatical accuracy that is displayed 
by the teachers in this study points to need for a systematic study of teachers 
writing awareness and its influences reflected in classroom teaching of writing. 
It will be interesting to see how teachers' beliefs and attitudes implicitly or 
explicitly affect students' writing and their views on the nature of writing. In 
sum, this study is a primary venture of studying writers' composing processes 
with a naturalistic inquiry, more potential and promising areas of investigation 
in this research line are waiting ahead. 
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Appendix A 
OVERVIEW OF NATIVE ENGLISH SPEAKER (NES) 
WRITING RESEARCH 
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Although the development of composition as a field of teaching has begun nearly a 
century ago, the traditional approach to the teaching of writing has been concerned 
with the written products that students compose. Since the focus is largely on the 
ability of students to have the correct "products", this approach to the teaching of 
writing is referred to as the product approach or current-traditional paradigm 
(Hairston, 1982). Young describes the principal features of the paradigm which has 
been the basis of composition teaching for several decades: 
The overt features are obvious enough: the emphasis on the 
composed product rather than the composing processes; the analysis 
of discourse into description, narration, exposition, and argument; 
the strong concern with usage ... and with style; the preoccupation 
with the informal essay and research paper; and so on. (1978, p. 31) 
Accordingly, the main goal of writing lessons is to enable students to produce the 
kinds of written texts they frequently encounter in educational, institutional and 
personal contexts. The rhetorical patterns and grammatical rules used in different 
kinds of texts are presented in model compositions displaying the rules and patterns 
that students are supposed to use in their own writings. Moreover based on the 
analysis of repeated patterns in the four well-known rhetoric texts, the paradigm 
posits "an unchanging reality which is independent of the writer and which all 
writers are expected to describe in the same way regardless of the rhetorical 
situation" (Berlin & Inkster, 1980, p. 13). In other words, it almost neglects 
writer's invention and that it makes style the central element in writing. 
Hairston (1982) makes another three points about the traditional approach of 
writing. First, it is believed that writers should know what they are going to say 
before they begin to write, and thus the most important task for competent writers is 
to find a form into which to organise their content. The adherents also believe that 
the composing processes is linear, that it proceeds systematically from prewriting to 
writing and rewriting. Finally, it is claimed that teaching writing is a kind of 
teaching editing. 
Being influenced by the traditional paradigm, writing teachers spend little or 
even no time teaching the students how to write. They assume that no one can 
really teach writing since writing is a mysterious creative activity that cannot be 
categorised and analysed (Young, 1978). In its stead, they expect students to plan 
and compose the writing assignments outside class and their essays will be evaluated 
according to written analysis. Moreover, the teachers' feedback only focus on 
grammar errors and syntactic "awkwardness", with vague reference to content 
deficiencies (Reid, 1993). In this sense, the teaching of writing has been 
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synonymous with the teaching of grammar and sentence structure emphasizing 
accurate language form, structure and usage of the written product (Richards, 1990, p. 
106). Errors are avoided by providing students with writing models/ samples to 
follow or by guiding them to write (Richards, 1990). 
It is believed that the traditional paradigm is "a prescriptive view of the creative 
act, a view that defines the successful writer as one who can systematically produce a 
500-word theme of five paragraphs, each with a topic sentence" - it does not wholly 
grow out of research or experimentation; it derives partly from the classical 
rhetorical model that organises the production of discourse into invention, 
arrangement, and style. Moreover, it is mostly based on some idealised and orderly 
vision of what literature scholars, whose professional focus is on the written product 
(Hairston, 1982). However, this paradigm has not been tested against the 
composing processes of actual writers. 
The traditional paradigm, which denies writing as an intellectual activity and 
ignores the importance of writing as a basic method of learning, hides some 
problems. According to Hairston (1982), writing teachers who teach from the 
traditional paradigm concentrating on teaching style, organisation, and correctness 
would not be likely to recognise that students need to write for invention. For 
instance, when teachers stress that proofreading and editing are the chief skills to be 
used in revising a piece of writing, they will not realise their students have no 
concept of what it means to make substantive revisions in a paper. In other words 
methods that only emphasise grammatical language form would underestimate the 
nature and significance of writing — what writers do in composing, how ideas get 
explored during the process, where ideas come from and how they are formulated 
and developed at different writing stages. This "obsession with the final product is 
what ultimately leads to serious writing blocks, impeding the composing processes" 
(Halsted, 1975, p. 82). It is the rigid writing rules and planning strategies of the 
traditional approach that obstruct rather than facilitate the writing process. 
Although the traditional paradigm leaves many problems about the teaching of 
writing unresolved, it remains important for us to preserve the best parts of earlier 
methods for teaching writing: the concern for style and the preservation of high 
standard for the written product. At the same time, writing researchers are trying to 
refine the paradigm for teaching composition so that it would provide a productive 
and feasible way of teaching writing. 
Having recognised the fact that investigation of written products can tell us very 
little about the act of writing, researchers have begun to explore the writing 
behaviour of student writers since 1960s. Being convinced that through studying 
and understanding the process of composing, we can gain insights into how to teach 
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writing. Mina Shaughnessy (1977) analyses the placement essays of4000 students 
over a period of five years trying to get the roots of problems of the traditional 
paradigm. Shaughnessy's insight is utterly simple and vitally important, as 
concluded by Hairston: 
We cannot teach students to write by looking only at what they have 
written. We must also understand how that product came into 
being and why it assumed the form that it did. We have to try to 
understand what goes on during the act of writing ... if we want to 
affect its outcome. We have to do the hard thing, examine the 
intangible process, rather than the easy thing, evaluate the tangible 
product. (1982, p. 80) 
Although Shaughnessy is not the first researcher to move behind students' 
written products and find out how written products come into being, she is the 
first one to conduct a large scale research project to find practical ways to teach 
writing. Her repeated calls for new research in writing have become essential 
stimuli in spurring the search for a new paradigm. 
The traditional, prescriptive and product-centred paradigm that underlies 
writing pedagogy then has begun to change. It is a moment when researchers, 
writers and scholars look beyond an examination of written texts to inquire into 
the nature of composing itself. Researchers ask questions such as what 
happen when we write? what occurs as we compose? can the processes by 
which individuals give shape and meaning to written texts be observed and 
documented? The growing interest in these questions parallel to the growth 
of a new, young field: since the early 1970s, studies of composing have 
emerged as exciting avenues for research and inquiry. It is the revolution in 
the teaching of writing as what Hairston (1982) termed as paradigm shift. 
Based on the researches over a twenty-year period, Hairston proposes a 
new paradigm that is a shift away from the traditional literature-based teaching 
of composition to a process-oriented approach. By the late 1960s, 
composition teachers carry out researches about student writing processes 
involving recursive steps that writers move through as they construct a written 
product (Berlin, 1990). Moreover, authors such as Elbow, Macrorie and 
Moffett have written about writing and its teaching in ways that help scholars, 
teachers and students think about the composing issues. 
Other researchers have also given impetus to the new research trend. 
Murray's books for teachers. Learning by Teaching (1982) and J Writing 
Teacher Teaches Writing (1985), and his many articles (1985, 1988) have 
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suggested that teachers should initiate students into the writing process which 
writers go through rather than give them a set of rules to follow. In fact, 
Murray has originated the admonition of "teach writing as process, not 
product" in his article by the same title (1972). He encourages teachers to 
limit the practice of "authoritative teaching", and instead, to practice 
"responsive teaching" to respond to students' writing rather than to proclaim 
answers. 
As a new pedagogy investigating the essentials of process writing begins 
to develop, practitioners in the emerging field of writing divides into two 
groups. The expressive school is one of them. It focuses on sincerity, 
spontaneity and originality in a writing classroom. It is believed that students 
can discover the intended meaning through expressive and self-actualizing 
writing. As a result, the focus of teaching writing changes from looking at the 
final product, the structure of writings and the grammatical errors to 
concentrating on creativity and meaning-discovery through writing. Students 
are encouraged to write "freely" without the consideration of imposed topics, 
critical evaluation and comments. 
The expressive school, which initiates the shift from product to process in 
the writing pedagogy, also leads to research from another group of composition 
practitioners, namely the cognitive school. Cognitive school dominates the 
writing research because it provides a starting point for building a model of the 
composing processes, something that has not formerly existed. Since the 
1970s, cognitivists have begun to investigate the composing processes and 
process teaching; they are interested in how these processes are related to 
cognitive psychology and to psycho linguistics (Reid 1993). Cognitive 
writing researchers begin to refer not to the "writing" process but to the 
"composing" process. "Composing" is what goes on the writer's head and is 
then recorded in writing (Bizzell & Herzberg, 1996; quoted by Bishop, 1999). 
The significance of this shift in terminology is the emphasis on the cognitive 
activities involved in writing. 
The cognitivists believe in a research-based, audience-focused, context-
based approach to the composing processes and study how writers approach 
tasks by problem-solving in areas such as audience, purpose, and the situation 
for writing (Young et al., 1970; Reid, 1993). Before this time, researchers 
rely on writers' self-reports on the writing process. Often these are the reports 
of literary authors who compose under circumstances very different from those 
of student writers. Being influenced by the cognitivist theories, the writing 
profession becomes realised that they can not draw solely on writers' self-
reports to help their students leam to writer better. Cognitive researchers, 
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therefore, try to make observable the invisible composing activities that take 
place inside a writer's head by adopting a more balanced combination of 
product and process approach. Instead of concentrating exclusively on the 
written product as the traditional paradigm does, or on the personal 
development of an individual writer through expressive writing, researchers try 
to go through and analyse the phases of the writing process that result in a final 
product. As a result, researches in the cognitive domain of writing develop 
dramatically between the late 1970s and early 1980s. The cognitive models 
become much more sophisticated, and the techniques for studying writers' 
writing also get great improvements (Bishop, 1999). 
Investigations into the composing processes done by the expressivists and 
cognitivists expand into more formal educational researches looking at 
individual writers and examining precisely what they do as they are engaged in 
the act of writing. The studies to be mentioned below are the most promising 
indications for a paradigm shift: the first time in the history of teaching writing; 
there are specialists doing controlled and directed researches on writers' 
composing processes. Methods for data collection is often case study 
research with detailed observations of a single case over a period of time or of 
a small group of writers during a single situation. Many of these early studies 
use a technique called "think-aloud" protocol which requires writers to speak 
their thoughts when they are composing or planning the writing. 
Nineteen seventy-one is another milestone of the movement in the composition 
field from the almost exclusive focus on written products to an examination of 
composing processes (Hairston, 1982). Emig's The Composing processes of 
Twelfth Graders (1971) hails at the time as "an audacious venture into relatively 
unexplored territory" (Hairston, 1982). It is the first study to respond to a process-
oriented question, "How do students write?" and also the first to devise a method to 
study students' composing processes. Emig asks the students to "compose aloud", 
to say whatever cross their minds when they write. By using the "think-aloud" 
protocol, Emig looks closely at the writing behaviour of eight twelfth-grade students. 
This classic study reveals the complex, non-linear nature of composing processes. 
Furthermore, it shows precisely why the teaching of composition has proceeded in so 
haphazard and contradictory a manner: on the one hand, interviews with professional 
writers can only provide idiosyncratic and unreliable descriptions of creative 
processes in writing. On the other hand, writing textbooks offer formulaic 
approaches diametrically opposed to those given by the professional writers. Emig 
suggests the only way to resolve this conflict is to observe systematically what 
student writers do as they write, and then portray the pattern of their composing 
processes. 
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Graves (1975) also uses a case-study approach to study the composing 
processes of young students. Graves observes the students working on their writing 
at school and at home and supplements the observation with lengthy interviews with 
their parents and teachers. He finds out that young children can write and that their 
writing processes do not necessarily follow the linear logic of textbooks: the 
common instruction to plan, write and edit in a lockstep fashion. Even among 
young children, there is also evidence of discrete patterns and developmental shifts in 
the composing processes. 
Perl's (1978) study is based on the works of Emig and Graves in order to 
examine the composing processes of basic writers. In order to document the pattern 
and flow of their composing processes, Perl devises a coding scheme to order and 
systematise the observed data and the composing aloud transcripts. The coding 
scheme helps to detect patterns of composing within and among the students. 
Through careful coding, it is discovered that students who produce flawed written 
products also have consistent composing processes: consistent behaviour that recur 
as they write. 
Using the think-aloud protocols. Flower (1979) and Hayes (1980a, 1980b) focus 
on cognitive development and problem-solving in writing. They have published 
numerous articles on writing processes which are based on theories derived from the 
information-processing branch of cognitive psychology. Using problem-solving as 
a frame for the studies, it aims at uncovering the thinking processes writers used in 
the act of solving rhetorical problems. Writers are asked to compose aloud, and 
then create transcripts which are used to analyse according to the network of goals 
and the hierarchy of relationships that seem to keep the process moving. Flower 
(1979) formulates a model of writing that underlines the inventive and generative 
nature of composing processes. They make explicit how the writer's knowledge of 
and relationship to a topic as well as the writing purpose inform the ongoing process. 
In addition. Flower asserts the differences between writer-based prose and reader-
based prose: 
Writer-based prose is verbal expression written by a writer to 
himself and by himself. It is the working of his own verbal 
thought. In its structure, writer-based prose reflects the associative, 
narrative path of the writer's own confrontation with her subject. 
Reader-based prose is a deliberate attempt to communicate 
something to a reader. To do that it creates shared language and 
shared context between writer and reader. It also offers the reader 
an issue-oriented, rhetorical structure rather than a replay of the 
writer's discovery processes. (1979, p. 19) 
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By 1980 the composing processes appear much more complex than formerly 
examined. However, as commented by Perl (1994), the designs of these early 
composing studies are partly modeled on experimental research. Although they are 
designed within a case-study approach, researchers look to control as many variables 
as possible such as topic, setting and length of time allotted to writing. Furthermore, 
these studies are designed to ask students to be engaged in similar activities on 
similar occasions in similar settings. Hence, the research discoveries are argued to 
be idiosyncratic. 
By observing writers as they write in controlled and clinical settings, a great 
deal can be inferred about the cognitive activities, and more new issues seem worth 
studying. In particular, what are the differences between basic and expert writers, 
what are the steps in the revision process and why do some writers become more 
successful in the composing processes than others? In the following years, the 
writing profession continues to conduct studies on writers in a laboratory condition. 
The writers are of different ages and abilities ranging from young children to adults, 
from basic writers to professionals (Pianko 1977; Lay, 1982; Zamel, 1983; Raimes, 
1985). Audio-tapes, videotapes and composing aloud protocols are used. 
Analyses are designed to discover writing patterns and construct process models and 
theories. However, writers of these early studies are to be distant from the study: 
they merely observe and take field-notes but not to participate. They attempt to 
isolate and examine features of composing in systematic ways. This practice 
reflects the thinking of their time that laboratory experiments would work equally 
well and produce findings equally useful and generalisable. Consequently, 
researchers keep a distance from the studies and work at being as objective and 
informed as possible when they report the findings. 
Besides, other close observations of writers at work also lead to another 
theoretical question: what theories of meaning would be adequate to convey the 
complexity of composing? Perl (1980) suggests ways in which a visceral and 
embodied knowing works and how writing enables writers to bring what is at first 
implicit in the knowing (felt sense) into explicit form. In other words writing is a 
process of discovering and making meaning. Through the act of writing itself, ideas 
are explored, clarified and reformulated, and as this process continues, new ideas 
suggest themselves and become assimilated into the developing pattern of thoughts. 
From these early studies, we can find out something about how people's minds 
work as they write, what behaviours are involved in writing and how they vary 
among different groups of writers. As concluded by Hairston (1982), one thing 
ensured by the early writing process researches is that writing is an act of discovery 
for both skilled and unskilled writers and most writers do not know what they want 
to say when they begin to write, and their ideas develop only during the process of 
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writing. Another premise is that the writing process is not linear but a recursive and 
convoluted one - "writers are able to modify chunks of discourse or original plans as 
they review their writings, reconsider its fiinction and distance themselves from it in 
order to meet the readers' expectations and writing purposes" (Zamel, 1983 p. 166). 
The act of composing involves a number of facets such as: 
• finding ideas; 
thinking about ways to organise ideas; 
• imagining ways of expressing and elaborating ideas; 
• revising and evaluating what has been written or what has been planned; 
• transcribing and rewriting. 
Writers can engage in any act of composing at any time during writing, often 
performing these acts many times in a different order. 
The studies discussed above provide the basis for the development of the field 
of composition, a development that results in the shifting paradigm proposed by 
Hairston (1982). We, however, have discovered only a small part of the whole 
writing process. So far only a small amount of data has been collected during the 
early period, and the inferences we can draw from the early studies are tentative 
(Hairston, 1982). Writing is an activity that goes on largely out of researchers' 
sight, that is why research on composing should not be conducted only by an 
observer who stand aside watching and documenting the complex phenomenon. 
Instead of it understanding the leaming-to-write situation from the learners' points 
of view should be placed as the focus in the current research trend. 
From the early to the mid-1980s, writing research once again shifts to a 
theoretical area of the social nature of writing, of how cognitive processes function 
and are conditioned by social and historical factors. Writing researchers have 
begun to explore the issue of how social circumstances shape the teaching and the 
learning of writing. Reither (1985) raises important and forward-looking questions: 
How do the social contexts that shape our lives influence what we say and write? 
And what is the role of “social knowing" in the processes of composing? 
Structural social theorists such as Bizzell (1986) and Bmffee (1986) argue that 
both the expressive and cognitive models are incomplete. It is because composing 
does not occur only for an individual (expressive) or in the head (cognitive), but also 
in complex social settings which affect the ways in which writers compose. They 
claim that knowledge itself is socially constructed, and hence try to examine in some 
details how the situation and the social context in which writing processes are 
performed affect the processes. 
The awareness of writing situation in academic contexts has developed into the 
concept of "discourse communities" (Bizzell, 1986). The term "discourse" refers to 
multi-sentence chunks of language; a "community" is a group of people with similar 
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values, aims and expectations. According to Faigley & Witte: 
Because texts are almost always written for persons in restricted 
groups or communities, within a language community, people 
acquire special kinds of discourse competence that enable them to 
participate in specialised groups. Members of the community 
know what is worth communicating, how it can be communicated, 
what other members of the community are likely to know and 
believe to be true about certain subjects, how other members can be 
persuaded. (1981, p. 12) 
The once simple act of studying writing processes then engenders a range of 
theoretical, methodological, political social, psychological and pedagogical 
problems. Language is not only a neutral and individual possession - that the 
social settings also shape the meaning writers can express. Consequently, research 
on writing can no longer be an objective activity by an observer standing aside and 
documenting the process based on experimental designs; it is a philosophical act in 
which researchers have to be aware of the stances they are taking and how they 
situate themselves in the studies (Perl, 1994). Since the end of 1980s and the early 
1990s, writing has been regarded as a social act. The contexts in which writers 
write are taken into account and put under studying. Writing researchers do not 
remain distant from the studies but speak through their research and make their own 
perspectives explicit. 
According to Bishop, "it is at about this time, 1985, that the dominant model of 
cognitive, positivist research into composing begin to undergo a sea change, with 
more and more researchers looking at naturalistic methodologies and gravitating 
toward ethnographic methods and the more naturalistic methods of teaching 
research" (1999, p. 12). When the researchers move closer to the composing 
processes, they become understand that what they have tried to describe may not be 
the truths of laboratory science but the truths of human living which shapes and 
creates meanings. Writing is then considered to be an expression of the complex 
relationship between writers and the contexts that shape their lives. Composing is 
negotiated by writers within the social and biographical factors which influence the 
writing of any individual. As a result, methods better suit to the aims of humanistic 
inquiry such as case studies and ethnographies are encouraged to be used in the 
recent research field. 
Writing is then said to be a cultural activity and is studied through ethnography: 
observers enter a specific setting to collect data and to analyse writing processes and 
practices in specific culture-related communities such as job, family and language 
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classroom. 
Apart from the social nature of writing and the ethnographic studies of 
composing, there are also some new issues appearing for the research field in the last 
decade, including the use of computers in composition teaching, the reading-writing 
connection and composition classroom dynamics (Reid, 1993). All of these issues 
contribute to the research field that they derive applied theories with which provide 
the basis for the future development in composing. 
In conclusion, the role of traditional product-oriented paradigm has begun to 
decline in composition classrooms since the last two decades. Although some of its 
methodologies still prevail in the present writing classrooms, many writing teachers 
and researchers have adopted a more balanced approach to the teaching of writing. 
In other words, the final product will never again be the only focus of the 
composition classes, but it has been assumed a rightful position as at the end of a 
significant number of intermingled, recursive writing processes. Instead of it 
students are taught the essential elements and processes of writing and are 
encouraged to discover and extend their writing proficiencies (Reid, 1993). 
Nowadays, writing teachers give students ownership over their writing and learning 
so that students can discover and articulate what they are writing and why they are 
doing so. 
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Appendix E (cont'd) 
PARENTAL INFORMED CONSENT LETTER 
Dear Parent/Guardian, 
I am a Master of Philosophy student of Applied English Linguistics at the Chinese 
University of Hong Kong. As part of the requirement for the M.Phil degree, I am 
going to conduct my thesis research on the writing process of secondary school 
learners. The purpose is to explore the writing attitude and behaviour of students in 
the composing processes. I am most grateful to have your kind permission for your 
child to participate in this study. 
As part of the study, your child will be invited to join a 15-week writing tutorial 
session and to respond to some writing journals, questionnaires and interviews. 
Please note that all information will be kept strictly confidential and used for 
research purposes only. Furthermore, all names, locations and other identifying 
information will not be disclosed in any discussion of the results. 
Please indicate your willingness to allow your child to participate by signing the 
reply slip below. I very much appreciate your assistance in my study. Should you 
have any queries, please do not hesitate to contact me at 9409-0197. 
Yours sincerely, 
Cheung Wai Jee, Carol 
Graduate student 
Department of English 
The Chinese University of Hong Kong 
Shatin, N.T., Hong Kong 
E-mail: Qwjcarol@ngtvigatQr,com 
Reply Slip 
I have read the above and understand the conditions outlined for participation in the 
described study. I hereby grant permission for my child (name) 
to participate in the research study being undertaken by Miss Cheung Wai Jee, Carol. 




Appendix E (cont'd) 
TEACHER CONSENT LETTER 
Dear 
I am a Master of Philosophy student of Applied English Linguistics at the Chinese 
University of Hong Kong. As part of the requirement for the M.Phil degree, I am 
going to conduct my thesis research on the writing process of secondary school 
learners. The purpose is to describe, explain and explore the writing attitude and 
behaviour of students in the composing processes. 
I would be most grateful to have your consent to be an interviewee in my research. 
I hereby guarantee you the follows: 
1 • Your name, school name and other identifying information will not be disclosed in 
any discussion of the results. 
2. All the data collected will be kept strictly confidential and used for research 
purposes only. 
Kindly indicate your willingness to participate in the study by signing the reply slip 
below for administrative purpose. Should you have any queries, please do not 
hesitate to contact me at 9409-0197. 
Yours faithfully, 
Carol Cheung Wai-jee 
Graduate student 
Department of English 
The Chinese University of Hong Kong 
Shatin, N.T., Hong Kong 
E-mail: cwjcOTl@netvigator,com 
Reply Slip 
I have read the above and understand the conditions outlined for participation in the 
described study. I hereby promise to be the interviewee in the research study being 





Appendix E (cont'd) 
COMMUNICATION TRIANGLE 
A dynamic relationship among writer, reader and subject 
Rhetorical situation: the dynamic relationship among writer, reader and subject that 
makes the writing purposeful and meaningful. 
Subject ^ y Reader 
V I 
Writer 
Figure D1 A Communication Triangle 
The writer, reader and subject constitute the three points of the communication 
triangle and also become the three elements in the rhetorical situation. Whenever 
the writer, reader and subject interact, they create a rhetorical situation that compels 
everyone involved to respond. 
• Writer - experiencing a need or sense to respond to a situation; or having the 
opportunity to modify the subject or reader in some way. 
• Reader (or audience) — reading the writer's language and in some way being 
affected by them - provoked to thought or action, entertained. 
• Subject -the information compelling the writer to discover and communicate 
with the reader. 
When all three elements of the communication triangle interact together in a proper 
balance, rhetorical stance is achieved. However, there are variations in emphasis on 
the writer, reader and subject - the rubber band comparison. 
Reader Subject 
Subjed ( Subject Reader ) Reader 
\ / 
^ Writer ^ 
Writer Writer 
- • . 
:::iphasis on the Emphasis on the Emphasis on the 
Subject Writer Reader 
Figure D2 Variations of the Communication Triangle 
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Appendix E (cont'd) 
AIMS AND PURPOSES OF WRITING 
James L. Kinneavy: Rhetoric is classified as aims and purposes. 
Four aims of writing: expressive, referential, persuasive, and literary - they are 
derived from the communication triangle (writer, reader and subject) which is 
expanded to include language. 
Referential Aim Persuasive Aim 
(Subject) V y (Reader) 




Figure El Writing Aims and the Communication Triangle 
•:• Expressive aim writing - using the rubber band con^arison, when the rhetorical 
situation calls for an emphasis on the writer, the writer angle becomes wider than the 
other comers, and the writing aim is expressive. This type of writing allows you to 
explore, defce, and refine your own values. For example, a personal essay 
narrating what you did and saw in the first school day. You can also interpret what 
you think and feel about the subject. In sum, the purpose of this type of writing is 
to express to reflect on and relive the experience and its significance on you. 
• Referential aim writing - when the rhetorical situation calls for an emphasis on the 
subject, the writing aim is referential. It is sometimes called expository writing, 
and this type of writing attempts to inform or teach readers by explaining and 
analyzing the subject. 
• Persuasive aim writing - when the rhetorical situation calls for an emphasis on the 
reader, the writing aim is persuasive. The purpose of this type of writing is to 
reveal an individual's position on an issue, propose a solution to a problem, or 
present an evaluation or assessment of a situation. It attempts to convince a reader 
to view an issue with a certain light or to take action on it. 
(Adapted from Gong, G. & Dragga, S. (1995). A writer's repertoire. New York: 
Harper Collins College Publishers) 
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Appendix Q (cont'd) 
Literary aim writing - when language is emphasised rather than the writer, reader 
and subject comers of the communication triangle, the situation calls for literary aim 
writing. Poetry, drama, short stories and novels are examples of this type of writing. 
The writer of a literary work is concerned with the effect of language on the reader, 
and therefore attempts to perfect the form that language takes. 
Dominant aim VS Subordinate aims 
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Appendix Q (cont'd) 
EXPRESSIVE AIM WRITING 
An overview 
• Expressive aim writing gives you the chance to remember events, portray people 
and describe places so that you can experience your insights about them and the 
ways they have changed or influenced you. 
• The focus of expressive aim writing is always on you as the writer — your 
impressions, your perceptions, and the impact of the experience on you. In the 
essay, you can convey your insights regarding the writing subjects. 
• Types of expressive aim writing include the following: personal journals, diaries, 
personal letters, autobiographies personal essays and memoirs, etc. 
• Expressive aim writing always has a variety of possible purposes. When you 
write, you are responding to a rhetorical situation by creating a text with the goal 
of producing some effects on your readers. The following are three key 
purposes common to expressive aim writing: 
(1) to recount an event and its significance to you; 
(2) to portray a character and his/ her significance to you; 
(3) to depict a place and its significance to you. 
• Often, your expressive writing also has other subordinate purposes. It is a 
normal practice that there may be times when you are not certain about your 
dominant purpose for writing at the beginning. You might start with the idea 
of remembering a series of events, but during your revising decide that a portrait 
of the characters involved or a depiction of the place itself is more important and 
meaningful to your essay. 
• Unless you are assigned a specific subject to write, one of the most difficult 
problems you may confront is how to choose a good subject. Hence, start 
your search for a subject by analyzing and clarifying your rhetorical situation or 
tasks. For instance, if your writing task asks you to write about a personal 
experience, you would first generate a list of subjects concerning memorable 
incidents at home, at school or at work. If your writing task requires you to 
write about a person or place, try to list people and locations you like or dislike 
most. 
Try to select events, people and places that are significant to you because 
through them, you have been changed or gained insight or a new understanding 
of yourself in relation to the world. You can also share your list with other 
writers (your classmates, friends, teachers or family members). Make sure to 
explain who your readers may be, and then gauge their responses or interest 
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Appendix Q (cont'd) 
level in your subjects. Your own feeling about good subjects can be confirmed 
by the others. Only by doing so can you write an essay that your readers can 
also be involved in, 
• Researching and discovering expressive information: Expressive aim writing 
enables you to recreate a human experience so that your audience can live it with 
you. Furthermore, your narrative and descriptive information serves to trigger 
a personal moment of insight that allows you to understand some event, person 
or place in a new light. This personal moment of insight becomes the thesis of 
your expressive aim writing. To communicate your thesis with the readers, you 
need to establish your credibility, provide specific and accurate details, and 
emphasise the connection between your experience and its significance on you. 
Here are some guidelines for expressive aim writing that you can refer to: 
Establishing Credibility 
Because of its autobiographical nature, expressive aim writing gives spe-
cial importance to the writer. The writer's credibility or ethos, as a conse-
quence, is essential. Readers must appreciate the writer's reconstruction of 
his or her experience and must trust the writer's interpretation of its signif-
icance. If the details are inconsistent, sparse, or illogical or if the meaning 
derived from experiences is tangential or inappropriate, the writing may 
sound superficial, contrived, and incoherent. 
For instance, suppose you write an essay about winning first prize at a 
locai science competition. You briefly describe the nature of your project 
investigating the effects of chemical carcinogens on harvest ants, the 
judges and the judging process, the competition, and so on. When you 
explain how this experience has affected you, you mention the prize 
money and the chance you had to advance to the district science competi-
tion in the state capital. But you omit key information you're an entomol-
ogy major, and because of the recognition you and your science project 
received, you were awarded a full scholarship at the local college. With-
out this scholarship, you would have been required to work full time at a 
pest control company, enrolling in college night classes as time permitted. 
The specific details make yaun experience realistic, logical, and important 
to your audience. Just telling the general story about the science compeci-
tion won't give your audience a sense that this story is your authentic rec-
ollection. You need to value the experience you write about as a turning 
poim in your life. If not, your readers may question or lose their confi-
dence in you and your judgment, thus jeopardizing the possibility for 
effective communication. 
Regardless of the expressive aim writing task that you as a writer 
undertake—be it chosen or assigned a story about an event, p e r s o i v ^ 
place; individually or collaboratively a u t h o r e d t h e subject that you ulti-
niatdy develop must be one you know well and can make both engaging 
and relevant to readers. 
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Providing Specific and Accurate Details 
What type of information can you research and generate in order to write 
effective expressive texts? The answer to this question leads us to the dis-
tinctive features of expressive aim writing, including narrative action and 
organization, point of view, descriptive detail, character, dialogue, and 
setting. 
Narrative Action 
Expressive aim writing often involves the telling of a story. We all have 
memories that we would like to share with others. Often these memories 
are interwoven with other 'recollections and we must devote much energy" 
to focusing on a single event and its significance to us. While the discov-
ery of an epiphany or personal insight in a story is strategic, the narrative 
itself must be strong enough to support and justify that insight. 
.. . • • 
Climax 
oction Falling action 
j with internal or external conflicts. The intro- \ 
/ duction identifies the characters and setting. \ 
y Rising action details the events that develop 
^ ^ conflict in a character or bcrween characters. ^ s . 
— Clitnay is the point in the narrative at which ^ ^ ^ ^ 
, • the most importam action occurs, precipitating ( 
Introduction e ^aUmg action, the evencs that lead to the ReSOlutiOH 
conclusion. The resolut ioa reveals the out-
come of the story. 
Figure F1 The "Shape" of Information in a Story 
Figured 1 illustrates the flow and effect of information in a typical 
story. Stories build tension to show conflict as a plausible and powerful 
catalyst for change and to draw readers into the drama of the story at an 
emotional and intellectual level. To engage your audience in reading your 
story, you don't need to write about superhuman events or exaggerate 
ordinary life experiences for the sake of narrative tension. We leam more 
about our human condition through daily life that may seem deceptively 
roudne. You need not "spin a yam" or resort to telling tall tales. 
Neither should you introduce information that contributes Uttle or 
nothing to the reader's understanding of the events, the characters, or the 
significance of the story. In remembering your visit to a hospital, for 
example, you might mention that you noticed a janitor repairing a wall 
and painting it white. But is it important to mention this episode? Does the 
repairing of the wall serve to explain your feelings regarding the practice 
of medicine? Does the white paint reinforce your impression of the hospi-
tal a sterile institution? Are there more iniportant details to mention 
regarding your visit? You will probably have to experiment through sever-
al versions of your story to achieve a delicate balance enough specific 
information to help your reader comprehend the characters and events, 
but not so much information chat the reader drowns in the details and fails 
to see the significance of your story. 
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To derive significance from an experience and convey your insight 
effectively, you need to be sure you understand that experience well. 
Scrutinize the movement of your stoiy as if you were a detective-checking 
the veracity of a murder suspect's alibi. Start by jotting down or typing 
into computer all the incidents or actions in your story in chronological 
order. Once this list is complete, ask yourself the following questions 
• Which action contributes to the rising action in the narrative? to the 
complication? to the climax' to the falling action? to the resolution? 
• How might you visualize this information in terms of its shape as a 
story? 
• Does every action in your story seem appropriate and necessary? If 
not, which actions can you cut? 
• '^hich sequences of action are the most important to the building of 
[tension and meaning in your essay? Which sequences of action are 
less important and can be consolidated and summarized? 
Narrative Organization 
When you arrange the ideas in your essay according to a sequence of 
time, you are using chronological organization. Narratives that tell a 
story or present a series of steps in a process occur along a time line and 
thus benefit from this kind of sequential structure. Several possible 
ch] jnological patterns appear below 
Simple Chronological Order introduction rising action, climax, falling 
action, resolution 
Complex Chronological Order resolution, introduction, rising action, 
climax, falling action or 
resolution, introduction, rising action, 
climax, falling action, resolution or 
climax, introduction, rising action 
climax, falling action, resolution 
These chronological patterns -allow you to take the events in a story 
and alter their sequence for dramatic effect. As you can see, the simple 
chronological order reveals action exactly as it happened in time. With 
complex chronological order, however, the writer starts the narrative in 
the present time, then flashes back to the past, beginning the sequence of 
events at chat point. Or the writer can start the narrative in the present 
time, flash back to the past to begin the sequence of events, and then 
bring the reader back to the presenc. 
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point of View 
Point of view is the perspective from which you write. It reveals how 
you have acquired knowledge of your subject. In first-person singular nar-
ration ''!), you participate in your story, interacting with other characters 
and experiencing personally the action of the narrative. If you write in 
first-person plural (we), the voice that readers hear is a collective voice, 
such as the voices of collaborators. In- third-person narration (he, she, 
they), you observe the characters and events of your story without directly 
participating. 
A writer or narrator can only reveal to readers information that he or 
she can leam from one of the three ways of knowing. For example, sup-
pose you tell a story that you know by participation, perhaps a brush with 
death when you were six years old. In your first-person narrative, you 
might describe your thoughts and feelings while lying in a hospital bed 
and waiting for your parents to visit you. But if you report what the doc-
tors and nurses wrote on your hospitai chart, or what they said during 
whispered exchanges in the hospital halls while you lay in your bed 
unconscious, your point of view is incongruous with your details. There is 
no possible way, given your perspective in this story, for you to know 
what the doctors and nurses wrote or said. You therefore appear to be an 
unreliable narrator, losing your ethos and your readers' trust In this case, 
as the narrator from a participant point of view, you are limited in your 
knowledge, especially your knowledge of the actions, thoughts, and feel-
ings of others. 
But let's say" that you now know this information because, at age 
twenty, you have been told this story over and over again by relatives and 
your family physician. A solution to your point of view problem is to 
allow other characters to speak—to revise your purely participant point of 
view to reflect your participant-observer way of knowing. Identifying how 
you possess knowledge about a subject is strategic in determining which 
point of view and whose voices you employ in your writing. 
To double-check the reliability and feasibility of your point of view, 
examine your map of the expressive rhetorical situation. What kind of 
knowing does your subject require of you? Check the sequence of action 
and comments by and about characters. Given your point of view in this 
story, is it feasible that the narrator knows this information? If you find 
you've included information that cannot logically be" revealed from your 
poinc of view, consider revising your details. If that isn't workable, consider 
changing your point of view. 
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Descriptive Detail 
Another way chat your expressive aim writing can reflect real life is 
through the use of description. Expressive aim writing shoius rather than 
tells readers about experience. So that your texts have a sense of realism 
and authenticity, incorporate vivid and accurate descriptive details. For 
example, refer to people, places, and things by name. Identify the color, 
make, model, and year of the truck in your j tory does it have the look, 
smell, and comfort of a fancy vehicle or of a dilapidated pickup? Take" 
your audience for a walking tour of the historical district in your home-
town but remember to provide readers the names of streets and key land-
marks. Move your readers through space and time in a chronological or 
spatial order north to south, east to west, clockwise or counterclockwise. 
Let readers hear the high-pitched sound of a passenger train in che dis-
tance and smell the sweet yeasty aroma of bread rising in a bakery next 
door. But choose only the details that genuinely contribute to your read-
er's ability to grasp your subject. 
By offering these specifics, you instill readers with a feeling that they 
are there with you, experiencing the same conflict and resolution chat you 
are. Writing descriptively is a way to involve your readers' senses of sight, 
hearing, touch, taste, and smell. In choosing descriptive details, keep in 
mind that your readers have five senses, not one or two. Creating sensory-
impressions makes shared or familiar experiences more immediate for 
your audience (thus establishing logos and pathos), but it can also intro-
duce readers to new experiences. 
Effective description requires you to use concrete and precise words 
that support a dominant impression. If, for example, you are describing a 
raccoon that visits your yard at night, you might decide to characterize it 
as adorable or destructive. If you describe how this animal noisily roots 
around your backyard in search of food, killing your flowers and eating 
vegetables frGtn your garden, you build the impression that the- raccoon is -
destruciive. On the other hand i f j ^ describe its beautiful fur’ its amus-
ing face, its delicate hands and feet, Vncl the little babies it is trying to 
feed, you characterize it as adorable. Decide on the dominant: impression 
you want to convey and select details chat will clarify your perception and 
build a single, unified picture. 
Here is a practical tip for generating vivid and specific description. 
Underline or boldface every character, location, time, act, or gesture in 
your chronological list. Make a master list of these names then, beside 
each name, brainstorm for descriptive details. Be sure to include specific 
and sensory words and phrases, keeping in mind that your descriptions 
should convey a dominant impression to readers. 
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Characters 
The people who appear in your expressive writing can be thought of as 
chiiracters. In novels, short stories, and plays, characters are often con-
sidered on a continuum from those who are flat to those who are round. 
Flat characters are one-dimensional, simple, and predictable, often slip-
ping into stock representations or stereotypes for example, the absent-
minded professor, the kindly grandmother, the mad scientist. R o u n d 
characters, on the other hand, are three-dimensional, complex, and 
dynamic. These characters are believable because they resemble real peo-
ple, including people you may have met before. 
To make the people who populate your expressive nonfiction "real" 
for your readers, you need to include specific and significant details about 
them. For example, breathe life into your characters by revealing their 
names, occupations, and relationship to you and others describe their 
physical appearance, actions, thoughts, and emotions. Let your charaaers 
speak so that readers can hear their voices. Show us characters by com-
paring and contrasting them to others. 
While developing characters is important, be selective about the atten-
tion you devote to them. Use adjectives, but avoid unnecessary embellish-
ment. Consider the importance of your characters in your text. For major 
characters, you might include details regarding their dress, walk, and 
habits cf -speech. Conversely, for minor characters, a brief, functional 
description, such as their occupation, is often e n o u ^ . 
Because expressive writing usually involves some kind of change in 
[he way characters act or think, it is important to help your readers see 
and appreciate your characters~how they think and why they act the way 
they do. If you communicate this appreciation, your readers will be pre-
pared for the changes that occur and will be genuinely concerned about 
your characters. Making readers empathize with the characters in your 
expressive writing is called establishing pathos. It is a significant accom-
plishment. 
——Here is ^ ^rrarp'gy rhnr m^y help.yrm fn develop the charactersLin. your 
expressive texts. Formulate a list of descriptive details for each of your 
characters. Once the list is complete, answer the following questions 
• Do the details create a dominant impression of each character? 
• Can you draw a mental picture of each character based on the details 
you've assembled? ‘ 
• Is each character adequately developed for the purposes of your 
story? 
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Dialogue 
In addition to naming and describing characters, you can also use dia-
logue CO give your characters dimension. Dialogue allows you to capture 
the language that characters actually use to express their ideas. Dialogue 
can also help you advance the action in a story. By conversing with one 
another, for example, characters can show readers the conflict, climax, or 
resolution. 
Consider the following conversation excerpted from the narrative ac 
the beginning of this chapter 
The receptionist called my name, handing me a folder with my name 
typed in the upper tab. "You'll need to present this file for your inteiview. Go 
right in." His tone was matter-of-fact, shaking my confidence a bit. Reminding 
myself of my purpose and abilities, however, I regained my sense of self and 
stepped into the office. 
Behind a large desk sat a portly man, engaged in a telephone converea-
tion. As he turned and looked up at me, I handed my folder to him. The man 
grinned broadly. "I'll call you back later,' he said excitedly to the person on 
the phone. "The answer to my problem has jusc walked in the doori" 
"Come in and have a seat," invited my interviewer. 
I was so relieved. Obviously, here was a person who had seen my file and 
knew a qualified candidate when he saw one. Both my self-confidence as 
well as my faith in this interviewer's judgment were growing. I sat down in a 
chair in front of the desk, pleased with the way things were going. 
The interviewer held my folder and located my name, typed in capital let-
ters across the tab label. "I am so happy to see you. I can tell you right now 
that you are the answer to our prayers. We have had lots of applicants for 
these positions, but this year we need additional teachers and tutors. I know 
you are qualified because you made the interview my staff screens and veri-
fies your experience and background, you know." 
I was speechless. It seemed apparent that I was in: I had landed this job 
without saying a word about myself. My thoughts were incemipted by this 
warm job offer: "Welcome to our summer staff. You'll love teaching college 
algebra and trigonometry to our students." 
"College algebra and trigonometry?" I asked. I could feel the blood rushing 
to my face. Surely he-wa^ jntfing 
_. . . - --
The dialogue is augmented by descriptions and explanations that help 
readers understand the conflict between the job Gwen applied for and the 
job the employer accually offered. The effect of the irony of both charac-
ters' expectations (English instructor versus math instructor) seems more 
immediate and real when you hear the characters speak and see them 
interact. 
In order to clarify which speaker said which words, display your dia-
logue using two simple guidelines 
1. Enclose each speakers' words and accompanying punctuation in quo-
tation marks. 
2. Start a new paragraph whenever you change speakers. 
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In addition, consider carefuUy how you describe each speaker's expres-
f h e to say that CamiUe replied, Juanita grimLd, 
and Alice pfe^^rf . But you don't have to shift to more and more elaborate 
words and phrases eveiy time the speaker changes. To do so may give 
your readers the impression that the dialogue and characters are a w l ^ a r d 
contrived or comical. Consider, for example, the following dialogue 
“Who is it?" inquired my sister. 
“It's Bill!" I announced emphatically. 
"Where are you?” she hastily queried 
“I'm at the office," I immediately rejoined. 
“What are you doing there?" she interrogated with urgency. 
T m addressing envelopes," I retorted with rapidity. 
necessarj^ speaking, often no identification of the speaker is 
"Who is it?" asked my sister. 
"It's Bill!" I said. 
"Where are you?" 
"I'm at the office.” 
"What are you doing there?" 
"I'm addressing envelopes." 
Hc'w can you troubleshoot to ensure that your dialogue is believable? 
Decide which are your major characters. Whose voices definitely need to 
be heard? Read their dialogue aloud. Does it sound authentic and realistic? 
If you haven't captured their voices’ call them on the telephone or brain-
storm to recall how these people might phrase ideas. Keep in mind that if 
a character's speech sounds unnatural, readers are likely to doubt the real-
it}' of the character. 
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Setting 
Setting indicates where and when something happens 
Often the setting influences how readers interpret the characters and 
their actions. 
‘ B e c a u s e of the importance of setting, consider the following strategy 
when you write. Start by identifying specifically the time and place for 
every action in your narrative or description of a character or place. Make 
sure you've drawn a verbal picture of each setting name streets, build-
ings, and businesses. Suggest the time of day by describing the position of 
the sun or moon. Identify the season of the year by revealing the type and 
color of leaves in the trees. Note the weather conditions by describing the 
still air or the humid sea breeze against your face. Once your descriptions 
of time and place are complete, review your choice of details 
• Are~they vivid enough to make readers imagine that they are there? 
• Do the details genuinely concribute to the readers' understanding and 
appreciation of the setting or serve only as unimportant distractions? 
• How does the setting change as the story unfolds and the time frame 
shifts? Why? 
As you might have noticed, the approaches that you can use to 
research and discover specific details are rooted in the knowledge contin-
uum. For example, if you know about your subject because you have first-
hand experience, try research strategies that help you tap your memory. 
Your journal entries, for example, can help you locate possible subjects to 
research. By remembering cultural, educational, and familial experiences, 
you often discover subjects for expressive writing with which readers easi-
ly identify and which yield remarkable personal insights. To explore these 
subjects further, you can brainstorm. Or you might use the pentad to dis-
cover specific details who? what? when? where? how? and why? You can 
also use the classical topics (definition, classification and division, process, 
cause and effect, comparison and contrast) Co help you recall pertinent 
inforrnacion and possibly develop appropriate illustrations for example, 
you might make flow charts of narrative action or tree diagrams of the 
ftlationships among characters. 
Realizing and Communicating Significance in Your Experien<e 
Unless you include a thoughtful interpretation of your experience, your 
expressive writing may seem empty or pointless to readers. That is, read-
ers rightfully expect a satisfactory answer to the question, “So what?" 
Take, for example, the case of Seth, who wrote an essay about his 
recent car wreck. Seth describes how he borrows the family car without 
permission, goes to a party, and gets drunk. Rather than catching a ride 
with a sober driver, Seth drives home smashing the car into a tree. The 
accident is quite serious, and Seth is lucky to be alive. What significance 
does Seth derive from this incident? He reports that he learned that "wear-
ing seal belts does save lives" because the police say he never would have 
survived otherwise. Is the significance realized from this accident likely to 
satisfy Seth's audience? Are there other more important insights that Seth 
might have derived from this incident? 
Of course, you need not be heavy-handed in your effort to reveal the _ 
lesson you learned from a particular occurrence. At the same lime, 
remember that the fundamental fascination of expressive writing rests in 
-its ability to tap the experience of your readers. If expressive writing is 
successful, readers will see something of their daily lives and themselves 
in your text they will appreciate your experience and leam from it, too. 
(Adapted from Gong, G. & Dragga^ S. (1995). A writer 's repertoire. New York: 
Harper Collins College Publishers, pp.249-263.) 
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HOME WRITING TASK 1 
Personal experience 
Prompt 
Write about a personal experience that has changed you in some way. The 
experience may be one that you either observed or were directly involved in. The 
focus is on how you have been affected by the experience. Choose specific details 
and present them so that your audience can understand the relationship between your 
experience and its significance to you. 
Suggested plan 
Getting started: 
1. Make a list of two to three personal experiences (possible writing topics) that are 
particularly memorable to you. List as many specific details and keywords as 
you can about each topic and how each affected you in a significant way. Review 
each topic and choose the most significant one to write about. Once you have 
selected the particular topic, use the six journalist's questions (who, what, when, 
where, why and how) as a guide to develop the narration (story line) for your 
subject. 
2. Consider your audience — try to view the event from their perspective. 
Arranging and Writing: 
1. Review all that you have planned, and then develop a thesis statement that 
identifies the event and its effect(s) on you. 
2. Organise your ideas by using both narration and exposition techniques: narration 
helps you identify the experience (action in the story) to be written about; 
exposition helps you summarise and explain the significance of the story. Make 
a list of key ideas you need to describe in detail, and the related information you 
need to explain and interpret. 
3. Arrange the details you have jotted down in the order that you think will be the 
most useful. Keep in mind that you should not only tell what happened, but also 
show how it has affected or influenced you. Check the details that are most 
important — those which relate directly and have real significance to the thesis. 
4. Now that you have a working thesis statement and an informal outline of details, 
write the JSrst full draft, using as much time as you need. 
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Reviewing and Revising: 
1. After completing your first draft, consider the questions on the review sheet 
provided. 
2. Revise and then rewrite the draft after getting feedback from the tutor. Edit the 
final copy of your writing. 
3. With your finished writing, you should hand in all of your notes and drafts to the 
tutor. 
References 
Gong, G. (1989). Freshman English at Texas A &M University. Edina, MN: 
Bellwether Press Division. 




HOME WRITING TASK 2 
People 
(Choose Prompt A or B) 
Prompt A 
Describe your relationship with a favorite member of your family. Why is s/he one of 
your favorite relatives? Why is this person significant to you? 
or 
Prompt B 
Describe a person who you know personally or indirectly (through television, 
reading or another medium) and explain his/her impact on you. Choose specific 
and vivid details to create a dominant impression, so that your audience can 
understand this individual and his/her importance to you. 
References 
Gong, G. (1989). Freshman English at Texas A &M University. Edina, MN: 
Bellwether Press Division. 
Gong, G. & Dragga^ S. (1995). A writer 's repertoire. New York: Harper Collins 
College Publishers. 
Tham, Y. P., & Fernandez, R. (1997). Steps to success in English Language 
(Secondary 3). New York: Oxford. 
188 
Appendix G 





1. Which question on the Review Sheet would you like your reviewer to answer? 
2. Is there something else you would like to ask about? If so, please write it in the 
space below. 
Reader: Complete the following statements specifically^ 
1. The best part of the essay is 
2. After reading the essay, my first impression was 
3. One experience or idea I have that is similar to the writer's is 
4. One suggestion I want to make to improve the essay is 
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1. What is the subject/topic of the essay? 
2. What is the writer's aim or purpose in writing about this subject and how in the 
essay does s/he reveal that aim or purpose to the reader? 
3. Make two positive comments about the essay. What are its strengths? 
4. Describe any areas that need to be strengthened in the areas listed below. 
(a) Thesis statement 
(b) Development and supporting ideas 
(c) Overall organisation: introduction, middle, conclusion 
(d) Style and expression 
(e) Grammar and mechanics (e.g., sentence structure, punctuation usage and 
spelling) 
5. Consider the introductory paragraph, does the writer state his or her thesis? 
Yes — No — 
If yes, could the thesis be stated more effectively and clearly? 
Yes — No — 
6. How interesting is the introduction of the essay? Rate the interest level of the 
essay on a scale from 1 to 5 (1 = boring; 5 = fascinating). 
1 — 2 — 3 — 4 — 5 — 
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7. Does the writer choose details that are most important - those that relate directly 
and have real significance to the thesis? 
Yes — No — 
8. How would you rate the organisation of the writing? Rate the organisation of the 
essay on a scale from 1 to 5 (1 = needs improvement; 5 = outstanding). 
1 — 2 — 3 — 4 — 5 — 
9. How would you rate the content of the writing? Rate the content of the essay on a 
scale from 1 to 5 (1 = needs improvement; 5 = outstanding). 
1 — 2 — 3 — 4 — 5 — 
10. Analyse each paragraph as being either narration or exposition; also comment 
briefly on the appropriateness of the organisation of exposition and narration in 
the essay. 
11. What specific details in the essay should be clarified and elaborated? 
12. Suggest ways that may improve the effectiveness for the areas mentioned in 
Question 4. Record the comments and suggestions as specific as possible. 
13. Additional comments: 
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REVIEW SHEET 3 
Response to the reviewer 
Essay title: 
Response date: 
1.1 agree with the following comments that the reviewer made: 
2. The changes that I plan to make in response to the reviewer's comments: 
3.1 disagree with the following comments that the reviewer made: 
4.1 think I need the most help improving the following (You can circle more than 
one item): 
(a) Thesis statement; I need a clearer thesis statement to identify my subject. 
(b) Introduction; I need to make the introduction more interesting. 
(c) Transitions between paragraphs; I need better transitions to enhance cohesion 
of the essay. 
(d) Content; I need to add more details relate directly and have real significance to 
the thesis. 
(e) Content; I need to add more examples and dialogues. 
(f) Vocabulary; I need to avoid redundancy. 
(g) Vocabulary; I need to use more vivid vocabularies. 
(h) Grammar and mechanics; I find the grammar is weak. 
(i) Conclusion; I need a more interesting conclusion. 
(j) Conclusion; I need a conclusion that is more directly related to the thesis, 




• This questionnaire is designed to obtain information about the writing beliefs and practices in 
EFL (English as a Foreign Language) writing classroom. The questions seek to elicit your 
ideas and opinions regarding your English composition lessons at school. Please follow the 
instructions given and answer the following questions to the best of your ability. 
• All answers mil be treated confidentially. 
Personal Particulars 
Please put a tick in the appropriate box. 
1. Sex: • Female • Male 
2. Age: • 14-15 • 16-17 • 18 or above 
3. Are you studying in — 
• English-medium instruction school (EMI) 
• Chinese-medium instruction school (CMI) 
4. Which banding does your school belong to? 
• Band 1 • Band 2 • Band 3 • Band 4 • Band 5 
Section 1 - Personal Practice 
Place a tick (v )^ beside the response that most appropriately matches your view. 
Please put only ONE tick for each question. 
1. Which ONE of the following skills do you find the most difficult to learn? 
• Reading • Writing • Speaking • Listening • Not sure 
2. Which ONE of the following skills do you find the most frustrating to learn? 
• Reading • Writing • Speaking • Listening • Not sure 
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4. In your opinion, will learning to write compositions in English be usefiil in the 
future? 
• Yes it will be useful for further study. 
• Yes, it will be usefiil to get a better job. 
• Yes it will help me leam English grammar. 
• No, not useful at all. 
5. Do you ever write in English to your relatives and friends? 
• Yes, please specify 
• No 
6. From the list below, please select ONE area that you think is your particular 
strength in English writing. 
• Finding right vocabulary to express your meaning 
• Constructing grammatical sentences 
• Generating ideas 
• Organizing the composition 
• Understanding the topic 
• Using suitable tone/style 
• None in particular 
• Other, please specify any areas not listed 
7. From the list below, please select ONE area that you think is your particular 
weakness in English writing. 
Finding right vocabulary to express your meaning 
• Constructing grammatical sentences 
• Generating ideas 
• Organizing the composition 
• Understanding the topic 
• Using suitable tone/style 
• None in particular 
• Other, please specify any areas not listed 
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Section 2 - Personal Opinion 
Listed below are 43 statements regarding English writing. Please indicate with a 
tick (v^) in the box that most appropriately matches your view. 
1 = strongly agree 2 = agree 3 = neutral 4 = disagree 5 == strongly disagree 
Tfind that 1 2 3 4 5 
1. writing in English can give me a sense of 
satisfaction. 
2. by learning to write good compositions I can leam to 
think logically. 
3. the best way to write a composition is to memorise a 
model composition. 
4.1 need very explicit and specific guidance regarding 
grammar in order to improve the quality of my writing. 
5. writing compositions is easier than doing a listening 
comprehension exercise. 
6. writing compositions is easier than speaking in 
English. 
7. writing compositions is easier than doing a reading 
comprehension exercise. 
Tbelieve that... 1 2 | 3 4 j 5 " 
8. the focus of writing should be placed on producing | | 
grammatically accurate English. | I 
9. the focus of writing should be placed on allowing the | 
writer to express his/her intended meaning. j | 
10. the most effective way to develop my writing | | 
ability is to write more regularly. | | 
When I start writing a composition, ••• 1 2 3 4 5 
11.1 read the topic many times before I write. 
12.1 find class discussions and idea-generating 
activities useful. 
13.1 usually have a detailed outline. 
14.1 go on writing without planning ahead. 
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Concerning revision,… 1 , 2 3 4 5 
15.1 find revision very boring. 
16.1 feel very frustrated when my teacher asks me to 
revise a composition. 
11, my teacher asks me to revise a composition in order 
to find grammatical errors. 
18. my teacher asks me to revise a composition in order. 
to re-organise the ideas and change some paragraphs. 
When my teacher returns a composition after 1 2 3 4 5 
correcting and grading,… 
19. s/he gives a grade and marks the grammatical 
errors. . . ! 
20. s/he writes comments about how to improve the 
composition. 
21. s/he writes comments on things I do well. 
The most important criterion in evaluating my 1 2 3 4 5 
writing used by the teacher is ... 
22. the accuracy of spelling and punctuation. 
23. the accuracy of language structures. 
24. the organisation of the composition. 
25. the originality of content. 
26. the overall coherence (the linkage between 
sentences and paragraphs of the whole text). 
In my view, the most important criterion in 1 2 3 4 5 
evaluating student essays should be 
27. the accuracy of spelling and punctuation. 
28. the accuracy of language structures. 
29. the organisation of the composition. 
30. the originality of content. 
31. the overall coherence (the linkage between 
sentences and paragraphs of the whole text). 
196 
Appendix Q (cont'd) 
In my opinion, the main goal of writing instruction 1 2 3 4 5 
is to help me… 
32. acquire a range of vocabulary and sentence 
structures. 
33. write grammatically accurate English. 
34. express ideas creatively and organise ideas 
coherently. i 
In order to improve my writing, I think my writing 1 2 3 | 4 | 5 
teacher should teach me … , _ j | 
35. how to use a range of vocabulary and language | | 
structures | I 
36. how to write grammatically accurate English 
37. how to develop and organise ideas 
38. how to develop coherence in writing | | 
39. how to compose a variety of text types | | 
Concerning HKCEE results,... 1 2 3 4 | 5 
40.1 feel English composition topics at Form 4 and 5 j 
should be chosen from past exam papers even if they 
are not very interesting topics. 
41. whether I like writing compositions or not I 
practice writing because it is a good way to get better 
results. 
42.1 think that good grades in the composition paper 
mostly depend on the grammatical accuracy of my 
writing. 
43.1 think that good grades in the composition paper 
mostly depend on the organisation and content of my 
writing. 
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Section 3 Writing Problems 
Assess the degree of following problems in relation to your writing on a 5-point 
scale, in which 1 = very serious, and 5 = not experiencing such a problem or affected 
by it only to a small extent. Please put a tick (v^) in the corresponding box. 
i 2 3 1 4 
1. mental block: taking over much time to start writing; 
unable to write because of not knowing how to get 
started; not knowing how to move on from one idea to 
another | 
2. illogical structure: failing to plan and outline my 
work in a coherent manner | 
3.irrelevant materials: choosing materials which do not | 
answer the topic question or thesis statement | 
4. grammar mistakes 
-tenses | | 
-articles | i 
-prepositions | | 
-singular and plural nouns | | 
-agreement | | 
-choice of appropriate vocabulary | | 
-other, please specify 





Thank you very much for agreeing to give me some time for the pre-study interview. Here 




I am going to list the main discussion points here so that you have a chance to think about 
these before the interview is conducted. Please note that our interview conversation will be 
audio-taped for further analysis. 
• Describe a typical English writing lesson at school. What do you usually do in a writing 
lesson? 
• How many writing lessons do you have in a typical teaching-cycle? 
• How many compositions are assigned in an academic year? 
• How would you describe the writing topics usually given by the teacher? Are they 
interesting to you? Explain your answer. 
• How many words do you need to produce for a composition? How important do you 
think the length of a composition is? 
• What do you think about writing in the lesson? Do you like this writing setting? Explain 
your answer. 
• Do you like to write by yourself or write with fellow students? Explain your answer. 
• Does your teacher give you time to revise your writing? Explain your answer. 
• Describe what you do when you revise. 
• What will you do if you have a problem when you are doing a composition in the 
lesson? 
• Do you find the writing instructions given by the teacher helpful in doing a 
composition? 
• What do you think is the teacher's criterion in evaluating a composition? 
• When a composition is returned, what kind of feedback does the teacher give? 
• Do you find the teacher's feetfoack/comments helpful? Explain your answer. 
• What is your general opinion about the English writing at school? Do you enjoy writing 
compositions? 
Thank you for your cooperation. 





Thank you very much for agreeing to give me some time for an interview concerning 




I am going to list the main discussion points below so that you have a chance to think 
about these before the interview is conducted. Please note that our interview 
conversation will be audio-taped for fiirther analysis. 
- Your beliefs about teaching of writing; 
- Your practices in the writing classroom; 
- Your views about students' writing abilities; 
Should you have any of the above details clarified, please do not hesitate to contact 
me at 9409-0197. 
Thank you for your cooperation. 
Regards, 
Carol Cheung Wai-jee 
Graduate student 
Department of English 
The Chinese University of Hong Kong 




TEACHER INTERVIEW QUESTIONS 
Personal Particulars 
L Sex: • Female • Male 
2. Age (optional): • 21-30 • 31-40 • 40 or above 
3. What type of school are you teaching in? 
• English-medium instruction school (EMI) 
• Chinese-medium instruction school (CMI) 
4. What level{s) are you presently teaching? 
• Form 1 • Form 2 • Form 3 • Form 4 
• Form 5 • Form 6 • Form 7 
5. How many years have you been teaching English at the level(s) indicated in question 
4? 
• below 5 years • 6-10 years • 11-20 years • over 20 years 
6. What is/ are the academic and educational qualifications(s) that you presently hold? 
• Bachelor's degree • Teacher's Certificate 
• Postgraduate Certificate/Diploma in Education (or equivalent) 
• Master's degree • Master of Philosophy degree 
• Doctoral degree • Other, please specify 
Interview Questions 
• What do you think is the main goal of teaching writing? 
• What do you think is the major emphasis in writing instruction? 
• What do you think is the students' most immediate need in the writing classroom? 
• How do you describe your writing instructions for each writing task assigned to the 
students? 
• How do you make the writing task more manageable? 
- What kind of input do you provide to the students before they start writing? 
- On what basis do you select the writing topics for the students? 
• What is the most important criterion in evaluating student compositions? 
• When you mark the compositions, do you write any comment? 
• What kind of feedback do you give to your students? 
• What is/are the most common eiTor(s) that in student compositions? How do you deal 
with the errors in student compositions? 
• When you allocate time to write a composition in class, do you give your students extra 
time to revise their compositions? If so, what do you ask them to do in the revision? 
• How do you describe the writing ability of your students in general? 
• What is your general opinion about the teaching of writing? Do you enjoy the process 





Thank you very much for agreeing to give me some time for the academic-history interview. 




I am going to list the main discussion points here so that you have a chance to think about 
these before the interview is conducted. Please note that our interview conversation will be 
audio-taped for fiirther analysis. 
• Describe your most memorable experience in learning English. 
• What is/are the major problem(s) do you usually encounter in learning English? How 
do you deal with those learning problems? 
• Among the four language skills, namely reading, writing, speaking and listening, which 
one do you think is the most important for mastering the language? Explain your 
answer. 
• Among the four language skills, which one do you think is the most difficult to leam? 
Explain your answ^. 
• Among the four language skills, which one do you have the greatest confidence in? 
Explain your answer. 
• In terms of academic results, which language skill is your particular strength? 
• Compared with other language skills, how would you describe your writing ability? 
• Describe your writing experience in school. Do you enjoy writing compositions? 
• Do you consider yourself as a good writer? Explain your answer. 
• What is/are your expectation(s) of learning English in general, and learning writing in 
particular? 
Thank you for your cooperation. 
Carol Cheung Wai-jee 
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KEEPING A WRITING JOURNAL 
During the next 12-15 weeks, you will keep a writing journal. A writing journal is 
a log or record of anything related to the reading, writing, and revising that you do at 
school, at home, and in tutorials. For example, your impressions and responses to 
reading and writing, reflections on your approach to writing tasks, your notes and 
outlines, and so on, all are appropriate topics for entries in your writing journal. The 
journal entries recorded during your writing processes represent an extension of the 
invention and planning strategies; entries made after you've completed a writing task 
may also serve as an evaluative and reflective commentary. 
Journal entries are like diary entries: you will want to add entries in your journal 
regularly, making sure to include the date and writing setting (place/location) for 
each, just as you would if you were keeping a personal diary. 
In addition, your journal entries may include 
V remarks about the writing tasks; 
V internal and external influences on your composing processes; 
V impressions of your writing community; 
V reflections of how and why you write the way you do. 
As you can see, by keeping a writing journal, you are encouraged to include 
whatever comes to mind while you are composing. What is your reaction to the 
writing task or topic? How will you generate ideas for the topic? What kind of 
writing problems are you encountering and how will you solve the problems? 
You are also asked to provide specific details about your writing setting. Is the 
venue spacious or cramped, crowded or isolated? Is it noisy or quiet? If possible 
and relevant, try to describe your location for writing in your journal entries. 
You can write in foil sentences or jot down ideas, take notes, and make numbered list 
of things to do in your essay. The journal is intended to be your log and will not be 
graded. But it must be faithfully kept and submitted later on. 
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Internal and external influences on composing processes 
Have you ever noticed chac in your entire life as a writer, rarely have any 
two wricing experiences and processes been exactly the same? Granted, 
there may have been similarities and some overlap. For every writing task, 
a writer may automatically practice certain writing habics or rituals such as 
sharpening a favorice pencil or making a cup of coffee, buc die composing 
processes~cheir order and frequency—will vary, task to cask (McLeod). 
Why does this happen? Writing always exists in a context, a rhetorical sicu-
ation. Writers do noc compose in a vacuum and readers do noc read chat 
writing in a vacuum. As a consequence, composing processes are affected 
by cwo types of factors internal and external influences 
Iitsrnal lnfluen<es 
InternJ i influences are factors thac. exist within the wricer. No matter 
how experienced or inexperienced writers may" be, they and their com-
posing processes may be either advanced or hampered by cheir physical 
cmoiional, and intelleccual condition ac the time of wricing (McLeod). Here 
arc some questions associated with these three internal influences 
Physical Condition 
• Are you healthy? Do you have a cold, allergies, headache, or some 
other ailment ac the time you're crying to wrice? 
• Is your wricing hand sore or cramping? 
• 11•“ you're typing, are your fingers and wrists tired? 
• Are you well rested or fatigued? 
• Is chere a time of day when you chink you write best? 
o Is your vision clear or biuiry from scaring at a computer screen for 
long periods of time? 
• Are your eyes tired from reading?— . 
“Are you hungry or coo fiiil? 
. . : - v e you consumed high-caffeine products (chocolate, cea, or coffee) 
cnat have left you feeling jittery or light-headed? -
Attitudes and Emotional State 
• Are you excited, neutral, or disinterested in what you're wricing? ; 
• c o n f i d e n t or apprehensive about this task or about your abUi- I 
ty to do this task? 
• Do you find yourself daydreaming instead of writing? i 
• """o^ ^^ ed or anxious about some person, place, idea. task, and 
… S r l ^ ^ v e f d whac you have learned from your research 
correspond? If noc, is this a problem for y8u? 
Knowledge 
• Do you have enough information to write effectively on your subject? 
• • p a C a n d ^ " ^ (knov^ledge by participadon, observadon. or partici-
pauon and observation) accurate and thorough? 
• Are you familiar with your subjeo? 
‘ y o u talk extemporaneously about your subject with your peers? 
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External Influen<es 
Pricing is a social act. This statemenc reinforces the notion thac the writer, 
reader, and subject always exist in a rhetorical situation or context. All 
rhetorical sicuadons suggest a world outside of the writer external Influ-
ences. Here is an invencory of some exremal influences thac can have an 
impact on che way a writer composes 
Readers 
• Who are your readers? Are they professors, peers, family members, 
employers, community members? 
• Why is your audience going zo read our wricing? 
• What kinds of feedback will readers offer, if any? 
• What do your readers already know? 
• What kinds of education, work experience, cultural background, 
socioeconomic status, values, age levels, and so on do your readers 
have? . . 
Task 
• Is your writing task clear? 
• Do you consider che task manageable? 
• Have you ever responded to a writing cask similar co this one? If you 
have, how did you approach it and how effective was your writing? 
• How will that previous experience (or any others) influence you 
this cime? 
Time 
• How long do you have co complete this writing task? 
• If the deadline is near, how will ic affect how you plan, translate, 
and review your writing? 
- D u e b liaving-Time timics tiincief"you? Howr — _ 
Environment 
• Are you wricing in.a familiar or comfortable setting? 
• Is there music, talking, street sounds, laughter, crying, or coughing in 
the background? How does this noise affect you? 
• Is the cemperacure in the room where you are writing too cold or coo 
hoc? 
• Do you have ample space to write? 
• Do you have enough light? 
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Technology 
• Do you prefer to compose by hand or on a typewriter or computer? 
• t. you prefer to use a computer , is the word processing program 
you're using user-friendly? Why or why not? 
• Are you familiar with che keyboard? 
• Does the computer screen seem coo bright, producing glare? 
• What kind of printer are you using, and how user-friendly is it? 
• Have you lost whac you've been writing on the computer recently? 
•: loo/ often and why? 
Collaborators/Coauthors 
• Do you like to research and write with others? Why or why not? 
• Have you researched or written wich these particular people before? 
What kind of experience was ic? 
• Whac are your coauthors' atticudes about working collaboratively? 
• Whac strengths do your collaborators contribute to your group? 
• Are your coauthors from culcural and socioeconomic backgrounds dif-
ferenc from your own? 
So far we've seen that writing may be a difFerenc experience for you 
every time you compose. You, your composing processes, and the cext 
that you produce are concinually affected by your rhetorical simacion, 
internal influences, and external influences. Do che following comments 
sound familiar to you? "It's noc my day." "If I had more time to write chis " 
"Tm taking some medicine for this cold, and I just can't seem to focus." 
"t‘m just not inceresced in writing about chis subject." Such comments 
rcrtect how involved you become when you write. At this poinc, you may 
be wondering, "If there's no regularity to my writing processes if I'm 
going to be subject co influences beyond my control—then why study “ 
writing?" This is a fair question. 
First, there are some operations chat all writers practice. For instance, 
as a writer, you engage in three basic, ongoing, recursive composing 
processes planning, translating, and reviewing. No matter how formal or 
informal your college writing may be, you will use all three processes. 
Second, these processes always interact—although freely—with the 
sranons of invention, arrangement, style, memory, and delivery. Third, you 
n analyze your external and internal influences and, most of the time, 
-^cer oweaiistiGaily-cope wkh ^ m so-Ehat they won't significantly impede-
your writing processes. 
As a writer in che act of composing, you are like a ship in the ocean. 
You float in the water and become a part of the sea, yet you are a sepa-
rate, Indeoendenc entity. The waves, wind, and weather help and hinder 
your progress more ac one moment than another. And the way you set 
your sails and steer, for ^xample, also affects you. For che most part, you 
stay your course, constantly reviewing your position in case you need to 
adjust your plans and revise your route. To navigate weU, you muse recog-
nize sailing processes as well as che dynamic relationship between nature 
and your ship. Just as a navigator can't predict or concrol che weacher, you 
can't always control factors that affect you as you write. But being aware 
of those factors can empower you as a writer you can anticipate and 
compensate for them and reach your intended destination. 
(Adapted from Gong, G. & Dragga, S. (1995). A writer's repertoire. New York: Harper Collins 
College Publishers, pp. 48-52.) 
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STUDENT WRITING PORTFOLIO (Content Sample) 
(Please fill in the date conpleted) 
1. Background Questionnaire 
2. Pre-study Interview 
3. Academic-history Interview 
4. Follow-up Interview 
5. School Writing Task 1 (SWT 1) 
- T a s k question 
- W r i t t e n text 
6. School Writing Task 2 (SWT 2) 
- T a s k question 
- W r i t t e n text 
1. Home Writing Task 1 (HWT 1) 
- T a s k prompt 
- L i s t of key ideas. Outline, draft, T^ draft 
- R e v i e w sheets 
8. Home Writing Task 2 (HWT 2) 
- T a s k prompt 
- L i s t of key ideas. Outline, 1 draft, draft 
- R e v i e w sheets 
9. Journals Entries 1- ??? 
10. Retrospective Report 
11. Teacher Interview 
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TWO STUDENTS' WRITTEN TEXTS AND NOTES 
School Writing Tasks (SWTs) and Home Writing Tasks (HWTs) 
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Agnes's SWT 1 Writing prompt and written text 
V- ^ ^ WM^ k^lyTu^ umAy fWeitX Jgmg j^j fx^bai^ 
• ^^ tU^ t^rtcke^.' S^ii^Li^ , tk£ jdn'ifg. ^ ^ 
\ VV-6M. sl^  f f ^ ^ cuir S OK "tKe . U/k^ 
\ • {j riA [go l^d aX tk>t u^t , om. w.^ ^e g Up ct^ W To d h c c v ^ 
\ llgL (Hst-g^gj of kli^g^ ’ ^ (jOH C^Ld S-te X V . 
\ W IK^ , UJi^juTcy cU'ifS . 
pe^c^ t^ We wUgt V^  j|)•^ ^ 6^ . 
^ 
t ^ u ^uw dAt^ was \ni\ fyj^^i^d S^ngiij k -
SWjL oirg giuU \j\rtUci a^ At k ^ U e mx , gtk I 
/^Z^in Is U/ WTr^i^jl ^ 'Viu/^ flt^ we Ichgw ^ 
- ” H ^ , S i^dtfi. Oi^ 3 u . w V t a t V ^ c I " t o 
\ CUJi"^ ^ g (Y6 j 0 u tu py^oi^ '’ t uhXA \ 
] SK .^ -tWdi t ^ ^ e t tWe tU^t . Kojof-enttj ^ : . 
T T ^ Vcv^ rfe I WAS. j s o u t i 
y t W Vi^wity DU (^ o(A . Ass A… .'• I I 
“ I t ' s ^ .^oKcuj f “ S AwtUj sgyTg^  AUiny1 \j V M 0 ut iv^ i^ -g^ iaT-gtj..'. j 
“ Lft-uY Uaut^ iU twr^ Vij j^eiAt-ulf l ~t vvu i 
^ Vje^ u . ” I CV\ A-Se c( A hjLr vif^  ^ Wjl^ . I 
I looked fl X "t ut~t X •^  vAi^  fgiintgH iAMVeli-ei/AUe ‘ 
kftt WI&dM Coi^ l t^-^tt s -eUci^ncW j 
dikcu^ru ^cwip X j Vvk^  Vvh A is ( ' L 
wTt^ fUftse t-.e.) 1 nu .,) 
V?eg \yo tvij “ Vvlt^  e~ + t wm 
_ jyrnnrWiA WvnA . WH^ I w ^ I M T^K I'Ki Vvkc-
Wv^ \tix Wftuc^ Sutt ye4 jVo^ A Mkeg-Sg /fkehg WM h o — 
e-M-Tt-fKji ^ - ^ v-g -) % UiM { - • .“^ ^^ •^ • .-.’“^^ ’^,." -^
€ w -^toAfer <^tKx/ gj ^othe^y \f y o^^rfK'^ “ QVeK 
• • — — — — - . ~ -— — — — — < f — — 1 — ^ ― — —4---• —- • I~ — • — --A .^iiL^ — • • L , ^ — - . . — t^fUyi^ f ./ _ _ - 1 — t - • — • — ^ 
f m vjQr\c\ to I too tc fnir ^ g M ixtKe wUi cR cCT^ur-e M • hv \ ‘ 
U s t , j)r 0 t^ssov iM jy-^ e l^ to )[> wu.. H^ wai • 
^ . cr A. v^ o Wof c \\aw c{ fof- mji . 
v^t 10 0IC-^  ^^ Sflvn^ VVhaI , bu t ' t wai 
-fnU et lY a \ , -e Ucti^ ictfj u au c» Mjpuf^ p cUtyi 
( • (\iX^Y "tKn o j>-6rgfHo n . lAtv^ / 
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Uo I Ollfl tY S u 
V^ /M lltT vt e ] (voWv -e. ri^ 
AU 0 , ^ tU.^'t eikj^tS wiMl dU iY\i^ihate 
VAX . X s 0 lr>r Ij - I f I^D U f S Cav-j lA , y| o U C<A H \ t ve 
O^^A u ^Vtvyi oVi-t ^ U etit \~t • “ S iKwdij ak 'jo crij 
gOui 5 , I AVM S 0 i O^rij "U Utay f-Kat • W^g. g '^-c 
^ go d fricnols I w i " Wot g u ^vcia r-f i^ OiA 
Vave. Yo l?o"trc Woi\/Ld • Altl^ovcf^ti f t U T\p)e , I 
Vtl^tve ><. t) 9 u '' I s gvA . . 
vKxt o-ij '€ vek^tiAfx^ w ^ f rK ^ . 
• U^ u W g > k0 t 1 Id ivWo-t k d en 
A g g ) WLgP p u ^ w a ^ lUce a oL Y^ca ^ . u 
( T P ‘ . = 
——^ — 
• •••••••• *** - _ _. 
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Agnes's SWT 1 - Corrections 
f \ GD 
z . Y "Ha v^voi jvUMd scvyu^ f g ^ ^ Oi^ ci^d bitnv 
^MU ftTktv V^AT^ VI Ltt . y 
\ ‘ '^H-tM . Sfv-M A M '. C^ii ^ ni u^ss wUdf X ithi i o / ive 
p / . i ^ i J - J 
^ ^ V^phU Sht I n -tc i t t k ^ t 
I W “ u i t . ^ J 
^ . 
Sgggt Ik fcA \r Avtcf eru~f sywrnjU^i-zJ^ 
V t v^  s i “ r a d of y/ cdl 1 
^ Urvaol i U W^ Iv'tt^-es tie itr'Ti^ cMl\/ 
tA>\M yvi t l r ck, j>S. v^ 
WfU ki> To )t a t^A 0 1. JAJ0UAC4 lo77~ 
ggi 6VZK 4 k WOVM to U 0 Ic f^ir W^/fC/ u^g wjnicA 
T Vf I " l a t k i s vttc ai (K i^awd , \t U^x 
x^^ ' cVli p i i V i V ^ . ^ ‘ / — —— 
id oKe . [/ ‘ ^ 
M k oi" “ < Kt— l/V H/ Aa^ t^} K — — 
— ^ fl A Hi S t Uyjt . / 
- — — — _ 
1 W t cLici t ^ llr VJW^i oK 
” “ k f e t - t SS \nce a j / ^ . 
— 
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Agnes's SWT 2 - Writing prompt 
2. Narrative/ Descriptive 
Write about 300 words on ONE of the topics. 
a. Your parents have sent you away for a month to a summer school in another country. It is your 
first trip outside Hong Kong and in the country where you are,.life is completely different from 
life in Hong Kong. After two weeks, you finally have time to write a letter to your best friend. 
Describe your experiences and how you feel about the trip. 
Write your letter. 
b. You are a member of a new creative writing group. You have been asked to write an imaginative 
story which you will read out to the group at the next meetingi Your story begins like this: 
One day I fell asleep on the MTR and when I woke up the train was empty. I got off the train, “ 
ran out of the station and saw thai all the streets and the buildings were empty too. I couldn t \ 
see anybody at all.... v^ 
c. You were one of the first students from your school to go on a 5-day leadership training camp 
and now you are writing an article about it for your school magazine. Write your article, 
describing the problems that occurred while you were involved in T WO of the camp activities ^ 
, and saying how you overcame them. You should also explain what you leamt from these 
experiences. / j i / O ' ^ ^ ^ 
The camp activities are shown in the pictures below. \ . 
Hiking Canoeing Cooking Rock climbing 
- ^ — — — - • 
S K ] I a ^ ^ I I — . . . . . — — -
Public speaking Problem solving Camping p 
\ . 
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Agnes's SWT 2 - Written text 
Co^l'cSi tiPM ) Cclci^^y 
k. Vou ^rt ^ f cf c^^ckV v€ wki "Hgi-^ c^p ‘ fc ^ ^ 
- * ~ ‘ “ *. ‘ ‘ •‘ “ y I • • «_•••.• i -- •—. 
f^ Sl^ M t t wt^ i "U st^t^y vvh I'^ U u ill gut t 
tkc (^ro^jf (\t tke. h^ X t Wi^ttii^j • fo uy slot^ i^  — I) ^ • 
0 “ I f^ l l asltcp cm ke Hl^ wk^H J Ujp , tKa-
"tl^  A'lH WaI eiAl I C f f t i ^ • , / H^ (TUT of sfnH^” 
Sc{[A' TUc<% la 11 tU^ c^  luiiid'^yi w -CMt /-gi. 
1 Co U H 'f e \j{ Qdij at all .. - • 
• • — — — - .. • - — • • • - — — — . . — 
O^ U d i f £ 1/ i I ^ JJj C H Tl^  Ai-d I i/v “ f^ e u fj , 
—~ ~ — “ —. , , . 1 ~ — — • ‘ ‘ - — / — 
1 " U …^ WcU fkup^ _ X ^ ot_C f l_ .…, re I, ou-i cf -fl^ 
^ "tVuit (A\ i -fKe ^tv i, « TKc u^^ HA d^i*^ cjs 
- - - — - — • - - - - — — • • •• - I • — — — -• • • • - • • — I I . — ^ 
_ HiiMjt'^ ^ 10 C • CLII^ /h i^e ai^ i^ foccl ij A^ t A ll . H^l I oJj2 ^ . 
1 t-ft^H^^~c\ la f'i - Wavc{ 0 tl^ '1VI c\ tKt e'cii “ r t Vviu (?Wn 
•. — ' - — —• - - • — — — — • • I ••! • — - •• - • - - — J - - - - f _. 
— _ —. 
—; A , — ; 
T k^  L\\\j w CKj tWat I C ou\gl U^ A )r hnj Quv n 
b . 1 Was "f V-1k t x S ^ ^ ^ ^ tU . L -to yn^ X 
"t V VA.Vt out of ^ ^ P I oil gjt^ H I^KDUv w ^ ^ I 
(j g^tt^--yL^Tc'r- Mvtj! - e-Kc\ . i 
UluilcjAX-3" I c^i^tA N^U If , II hiU) t^^iings 
SO ygAi, Vv\cj te^K • 
A 11 ot eK S u cick-h I s ckvix oPsg. It> U/^ x 
Vvvo^ aM W Q V • \ f p -^Uat ^ Ouncl I I Stcypgt^ ^ 
of (\ V\ cu^e Scmti^ vvji weej?ivig ih^rdi. . I 
I'WjL Iv incUrMj ak Shouted “ li" J» Op-d^ ^ iioe deny 
- “―—— -
- 4 — r W t n t r i - tVu H a ^ •  li^ -oVi^ ^ —— 
=•"— • • l . - M C C a n M ^ ^ ^ M ^ ^ ^ ^ M ^ ^ — — ••_••••• ti •••••••• • IJf/ •••• • _' . • . - • I . • • • • . •••I I. I I • - . . . I 
S M f^i {jO-JYtsa c{ • Sat "lUivt^ AH d S CK\ cA$ o ^ X h t o 
jo^-fx ri, m mctknr • 1 ^ hark o-f fK^M coulcj “ot k i ^ r 
. X tV» -to • V^u.o/l^'^y^ V^ \hcLow t o diraiAj tkzi k <xtt-gnt 
How^v t^" , I Co tA UU^t • iSv^ i sUockg A • i v W t If “ " C u^lcH • 
yvi lA l^iclg c g (A 1 — 
m -tvu UoM-Se "tVi rc 11 . - t t ^~v^M ^ HlVl Y W g ^ X i J 
CK\A d l^^ t cl6! c( • Vvkg\t … 1 A i VH !> c If • 
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' 
— (A U i ^ hX t W^H Kg 
I CO^U l^ t wtij > ^au ^nc^^li 
S(XW juS-t VUVAi v^cv r^ i g K A ^ ^tl^r.A f ^ ^ v > _ 
Vc\a/5. of “ TU'IS v/yai U Sl cUaHu To ijge t^U^^ • 
— 1 wU\ V ” ” m [ — 
LjOM - to b 
= aw A VWuvuK^ ij i \ n kctA I ~(oU W6(^  ^ . . 




• . . .. • 
- • 
^ ^ 
^ ― . “ - . - - • — - • - - -
.,.— — — — — — — T". . “ • 
“ « ‘ “ . . • • I ~~‘ 
^ “ . •. i 
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Agnes's SWT 2 Corrections 
.N / • 
CovrectiOiAC . 
^ I ‘ ‘ “ ‘ - “ ‘ ‘ - — ― ― - ‘ ” ' " • ' — " ‘ ^ 
‘ V 
Wa SO tf u u t rlAC t^ I COUlf^  Vw^  ewt^ . 
^ 
Z L I St^gycd wKiv I to o T y e ^ “ 
“ — 
Y Vvi\/) tegyys 
j j C • X-t w yM 0 u j e, “cK wji/ ti\e oiAe {a^UQ 
Qr^ }/v[ (^dt S ( “ a U t? 1 If • “ 
6. SKu COUU ^oX t- MX- o^^cj \cejt 0 ^ Chc^})^ 
xX 
}. I- Saw v/Ui>| t^t-M Ir, ^ o^i Hs r ^^ kiL^ ^^ C? . 
^ ‘ ^ t -tx) )cut ock eVv i W u^ T“g{ouv -to f ^ V cLtt^^H^ , 
\ ‘ ^ 
1- lyg" ^ alt^ad^ TK£ HT a Tk^i-^ou r g ^ e t o ^ t ^ 
a lA Fus)^ tUe. /V(l c^  J u j t . 
WVDIA f ^ t ^ n^vThJlr l^i^o s 
^ w s e>f (^ crvnr dLo^it, 7 J : . 
, / 
— — — ^ ^ ^ ^ ^ ^ : 
^ ’ — ^ 1 f = 
~ ~ l i t w tf /itfX . 1 kj H T k ”•>/ y&ii^ on [ o j-e' 
Co n - h 0 I C /H ^ ^ ^ k e , u Kg- / • / . 
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Starberry's SWT 1 - Writing prompt 
Below is — a letter you have recently— received from your 
'i -
friend, Leon, who is studying in Canada. Write your reply. 
-
• -. . .-‘ 
(Sign your letter •-Andy' . You need not write any address.) 
29th Aug, Ol. 
Dear Andy, 
Thank you for your card, which arrived in goocL time for 
my b i r thday- L a ^ week, Mary t o l d me you had e x p e f i e n ^ d an 
unforgettable enwtfrfter in the summer holiday. What exl^ly I 
was it How did you enjoy this summer 
— .-—— j 
‘ I was gl2S[\ to hear you had got good results in your 
i^oi&rtion examination. And I have heard from your mother that 
you want to study in another school this year. Why do you get I 
such an idea Could you tall me something about yg jrggentj 
school and studies — ‘― " f 
“ . ’ 
• uM-^i.^. . . — "• -. -....•.- , .. . . -r: I 
. • i t i 
I know students in Hong Kong are given much pressure. Do 
you think so Have you met any problems in this n year of 
study What are they I hope I can help you to sSlv^ some 
of them. f 
. • • . i 
Please do write to me soon. 
Leon 
216 
Appendix Q (cont'd) 
Starberry's SWT 1 - Writing plan/ guidelines 
Composition 1 ‘ wrUing a Personal Letter 
( 1 ) Format: 
i — — ‘ ― — ‘ "Nt'fe" " ~ 













-^  t I . i 
J i i 
{ 2 ) Writing Plan : 
Para 1 : ( a ) Opening — l W k 1, ^ ( / I ^ k , p , 
_ •“ vi i • 
Para 2 : ( a ) What was your unforgettable encounter in the summer holiday? 
Describe it / Tell your feelings towards it 
( b ) Tell what you did in the holiday. Enjoy it or not? / ^^ /m 
‘ J ‘ 
Para 3 : ( a ) Anything specia about your exam results? Which subject(s) is/are 
the best^ 'the worst? t ^ j WD^st Hoh^ 
J ' •• I , 
_ ( b ) reasons why you want to study in another school — o 
{ c ) recent school & studies 
“ UUm - bki 
…school name / district / near home or tar away from home / new ' 
teachers / new classmates / the school facilities / Can you catch up 
with the others in your class in F,4 / any more 
217 
Appendix Q (cont'd) 
Para 4 : (a ) Do you agree with Leon? Why or why not? Qay^^ / kHi? fbo 
(b ) problems in this new year of study - e.g. books are more difficult to 
read / more vocabulary to leam / teachers speak in English all the time / 
study pressure from HKCEE / problems in making new Mends / 
- -({DUA • T / k 
\J 
Para 5 : Ending - I kr^j^H : 
Useful vocabulary and expressions : 
- f e e l glad/happy/excited tOp. .d® n 
_ an unforgettable / a memoi'ab/^ Encounter/trip 
t iv. vV- V . … • 
- g o t an enjoyable/ a boring summer 
- w e n t ^ ^ i n g / travelled to Japan / joined some meaningful courses 
- g o t bnllfint results 
- m y previous / present school 
- s tudents are usually pressurized 
- m a n y piles of homework 
find it hard to get usid to the new school and classmates 
- a l w a y s feel nervous and anxious f 
..' • • -t 
- g e t along with them very well 
- m u s t work harder / must be diligent 
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Writing a Personal Letter 
Points to note 
Address: Put your own address at the top on the right. (However, note that in (he 
exam, you may be asked NOT to write any address.) 
2. Date-. Put the dale directly undpr the address. 
3. Greeting: Wc always start the greeting with the word Dear. Then we add the 
person name. 
(a) If we are writing to a brother, sister or friend, wc may just use the first name. 
e-8- Dear Kelvin, Dear Jenny. Dear Chi Yin, clc. 
(b) If we are writing to older relatives, wo should say: 
e.g. Dear Mother, Dear Grandfather. Dear Aunt Mary, ctc. 
(c) If we are writing to other older people, wc should use Mr. Mrs.. Miss, or Ms.. 
Dear Mr. Ue, Dear Mrs. Brown, Dear Miss Swan. Dear Ms. Kutton, ctc. 
^ 4. Opening letters 
We begin with two or three genera] sentence. These help us to get started. Below are 
some examples 
r 
(a) If we are answering a lettw, we may say: 
Thank you for your letter. It arrived last Wednesday. I was so pleased to hear 
from you. 
It was nice to receive your letter J received it on T\tesdayt I enjoyed hearing 
allyournews., 
A is about rww jfou nw/e/ S^usly, it was great to hear from you again. 
\ 
(b) If we do not have a letter to answer, we may say: 
'•X I 
How are you? I am sorry I haven 't written lately. I hope you are well. I 
What are you doing these days? I haven't heard from you for a while. I hope 
you are keeping well, ‘ 
How are you? It is about time I wrote to you, I hope you are well. . ' ‘ 
5. Main Body 
When we write a reply to a letter, we have to answer any questions that the person has 
asked us. Then we teU him some of our news. And perhaps we ask him some 
questions of our own. Just think of the things you woutd say to him if he was sitting 
pext to you and you were talking to him. These are things that you should write about 
in your letter. Here is a list of some of the points you are likely to include: 
weather, your health, personal news - school, work, hopes for the future, noteworthy 
ifWOTU and activities . concert, holidays, news about what has been happening in your 
/OHTi: city country, news about famify, friends, colleagues, etc,, greetings to people, and 
on greetings from other people, thanks, apologies, requests and enquiries, 
congratulations and commuerations, invitations, acceptances and n/usaU, advice and 
suggestions. 
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6. Ending 
After we have written all our news, we sometimes add one or iwo sentences to show that 
we are coming to the end. We may say: 
Give my I to Kelly. 
Remember me to your parents. 
^ Please give my best wishes to everyondat work 'j / t ‘ 
Say hello to Gigi/or me. j 
Do write when you have time. 
Please write again. I enjoy getting your letters. 
/ look forward to hearing from you soon. Let me know how you are getting on. 
Finally, we ena our letter in one of the following ways. To most people, we say: 
With best wishes. Yours sincerely. Yours, 
Chris Chris Wong Chris 




Appendix Q (cont'd) 
Starberry's SWT 1 - Written text 
NAME:- CLASS —― 
date 2j 
— - …,……—IjOl――C/ 
— — — — “ , _ : = — _ — . _ _ — . _ . . l . … 
'-'•'-^―^  - I - - """" ‘ ‘ •“ '• ‘ ‘ ‘ ^ ‘ — — -- - — - .:...-_•‘+•:[ .. • * . . . .. a-. ,. — • • , _ — 
―— —^— i v i L j | ^ ? w j ^ j ^ i i u k _ _ i M f > i _ ‘ ; H — ^ y i ? c L i i f e L — — 
‘ - I - . . ‘ “ “ "“ '"•''“ ...-…..—• • - • • — - -- - — — -. -• - - • . — — — , - — — -— . _ - . _ __ • . W . __ 
%m\A . 1 WA9 p i f ( ] h v h n Uvu. Hovj 
\ / ‘ ''"j t ‘ LrltL"^. 
— ^ h u T Vtk--: ? hoy 
•. •„ „ I .1 in, _._ I, .. - - f i y f - * ^ — - .. . - . . .. — . 
f ^ \ • ^ “ • • “ … ‘ ― “ —- — ~~r-- ... • • „ -n—.-a 
— 1 I f nf^Tv^Z —J _ — — — — 
— " J - I r / ' \:r J 
— — , _ — . J.,. , • ‘ — . - . — _ - _ — • !_.- - y— .. - . . __jlr - - - - - . . . . 
- - —L o t I 
' " ' * ' • - . . . • _ _ - • • - — :=». - . ... “ . • • … . _ -
-- .^ J(yvi|:^  cl _ { — — ‘ — -
^YTtp^^. 1 i J y ^ ^ j k m a . . 
. — “ —. dc Uwji l i t ' ' ,^ ^ J '' J 
— - — — 1 — -
- ‘ -• •• ““ “ ‘ _ • - -- — -- j^-m - . ^ _ — — _ 
Jov. -m^i ^eidfydij- —J—— eami ynay^^ "f)il>? *3T—_ — — 
-~ • - — -‘ - r - — C V" ^ _ . 
— la auv’’v cL: J g^ipVHv (/ . . 
> rt — - - " ‘ - … - - — - — _ _ _ _ ‘ . _ _ . . 
— — .— … t u - —  4W 
-- —.- -— e { v e , , hnoved - , 
—_ ^ 1 _ 
’ • / —tfucju jVl W W a i l O a L LpK. . _ 
— : fy - - — - — . - . - — . — _ - ._ _ 
--- ' - J- i— ocL ^^iky^atiQkL 
‘’ " ‘ , _ I - - — - ^^ - ~ — , - - •• 
i lM kd k W W jkjL 
i — —, J 
• - — J _ _ _ 
/yulj^ct T^ 'i^l^pn 7 y r i a l h j y ^ 
lirr-^^W^- . — Th hv^ < … 
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^ouft • tmf ^ ^ 
f ^Z _ m ^Jbfimm ^ 
te^ i ^ M f 
i i o (j, 
— TV too TVi yfujjvi, [ —_. 
f —.. . ft 
Tv\ Cji^ acLk. i I jViVrL ^nuv "Ewjlr^ t^ t4<rt^  I t d j j ^ 
= _ ; z z : z z z -
tfii p h f ^ h t S'cnpol jflOto- HuY) 
• — “ . .: f . ‘ -1’, .. iu^ . . ^'- “ 
—/^IIM^ Jii iC Al^i^'-fe l^cy^a I l^uS^ ——…… 
— | — ^ ^ " J • ‘ … - 3 . “ 
W -k^- ig)^/ — ^ ^ a f r u e — J l a q L 
A . • ‘ i. . . . L . . ...' -,.>• _/:( . '-1 
^ — . I•• t •-j — ^ ^ ^ v V i- _ • ^ ” . Lj^ -c^ Ju 
-——”.…Wmyj—Jh-X-y I ^iCtck— ‘ 
..JiX, ——. :' .- ’- •-" 
, wii| tb Hat Hbhf^ksm 
— '^yevi vrTvir“ j? — f i j ^ 
— — — r: — -,4.„- i, •'- j] t Afl ' ''' - '-v^ '^-( -
— — — iHohnv^ — 
- ( ktve. '^Qtyg pjfpykm Th ] p k ” 
Tj^krl] Ik ‘ <f^ < l ^ T ^ h all jki^ 
"fTt^ p ai/^.y^r^ vmal t vi”- -/h , Jvvv^ / jg^^ 
ilJU-ftArt . - . . , -
, ^ [ ^ • A i L ^ a W U ^ l ^ t ^ h f Kfls^"/( J ^ L S 
’ • U N ’ 
^ W J? TH i 
i s - . V ytU', - M : —__ 
_ _ _ _ — 
: ^ ’ _i-X t^ . r, -fi _ 
71 WW f^m , I II ^/fflyj^ LftHiWt' P' “, 
• : " - . • - T • ' r-J J/‘ . J J 
Z I 1 _ I - M M u / : V — __ 
J W 
--_ -• ^ - • 1/ - . • ... ;, 
- - ^ • . - . » - V‘-- .… ,• L ‘ 
———-• •• • • . •• - - — “ ― ~ _ • • • • • • • I I • I • • • • - • • - 111 • ‘ - , - - - - rr • I _ - - - ‘ . . , 1 
, - y ^ 
“ 1 — … * _ I • • 1. - - ••••_ • , T • —• . • - . • ——— - • • II , •• I ^ / I _ . 
―— _‘- - r -Ainju -
—Ji^liUJr —i^ iVUliiLi-. ^ 
_ - ‘ 
» 
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Starberry's SWT 1 Corrections 
fO lA Jr^ 
— _ _ I p 
ili/H^k Uou hy uhuy- H (ad 
i vv^ y < ylm^ej w ^ ^ j • Hou ^Li 
p ^ A Vv/W Uoi^ IrTji J ijLl py^ffj;^ 
r l l r l ijniA K ^ n g K ^ • ^ L _ _ _ 
I ^"mjdip • I w/vrt /nZ 
Or]? / 1 wa^^rl ^n -frp^ g 
^bmitei^jfldd^_wi^MTM^I nW 0 W w ^ j 
w q ^ I v1<rH cl -jhl —ig^c^-^^JLi^jit 
jfcu^-flid^ A vm ifa“le (^hco^f-OrzUk 
C <\A)^ Uy\4>\r llollrl/2t. • 
. ^ , .. . 
'^^raU^^jp we Lni^o Wv7ovW 
I 5 (luj 7^A ^i^fdW <rltnr^ \ / ^ You gyp Ojli-f . I 
y^M< Try IMU pknh^ rifTbvi 
__ bM- fi/ilj^rf? wfhe Kaf}^ fAviA fe^ mi ^ \ 
WA^ l^gh^U . fM.. /^cUrj 1^0 -jryji.c^.^ \ 
W'vi T^ ^ j m K 'fepQa^-pd^t -
Tn Vvt^ ld OVA t ^ y - e M jk^iK uoi/} 
^iT^h U W l t W mi, 
Q - — M i j wpfk^. ^ool ^M^lkfl Tuph Mm e - : 
l l w ^_i^W^M jkM “oty : I ^n O ^l^oJ k j Uv 
- >^ r) f i ir? blow <70Mjg m^^l^cdA-^iU^d^ Tkn 
U .1 rauy “ \Af? w1 — J k i ^ i M u - j c l a s ^ j d c 
yy^ftA . ! 
- '^lot - . _ _ r f u d - ^ M f ^ (^yz -
— jT WWAcl] Py-dL^s Jimd. -ri^igidji — 
1< n^n -kyMk ‘ / …/I^ ^ — 
h^r^ I hs: m:li/f^ 
h Mjvka T^  hiU] . 
—l^N] fei/1 • imlif^. ^/ut^y yk ^Upd Mf., kIkVhh .. 
223 
Appendix Q (cont'd) 
‘ I 
j f ^ Hkri^ gTv^/U? i^ iA py^suy^ M fi 1 
^ . rL I Am. Cn^P Wp 4ti> /•ftV 7 
Tvi Mouj jln ,] . — I Z Z I I Z 




S ^ — _ _ 1 1 1 i 
— — — — — — — • _ •• I • • I •• • 
• . . . • . . , - . . • • 
^ : . • ; ; 
’ ” 
• •• . . 
- I ••— - — . . . - w ‘ . •. 
^ — — — = 
L j ^ y e ^ b J ^ ' I k ^ M i ) U f J i 
. . . J 
tfTh(^fuJr]?!^r^ WiJoTu./? <ftArli47i>^  I 
, • 4Tiiuhi| <14 
— —r W ‘ ,1^— . < ^ J 1</ 
/"^fy t f ^ I ^ r l j yjj j . 
Im~ Jlj J 
J .. . . . . - - . : 
‘ ~ — — — — — - f 
• • - ‘ ->• - . , , 
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Starberry's SWT 1 - Follow-up writing exercises 
Composition 1 
Proofread, e , 
1. There V c many homeworks to do. 
2. 1 have a lot o f Q ^ ^ U l ' ^ ' ^ ^ ' ' 
Although- I g u ^ in a new sch 1 but I get used to it. 
4. I enjoyed my summer holiday^ |it was quite interesting^,! always went shopping. 
5. I+ttwi experienced an unforgettable encminter this summer holiday. 
6. The teachers in my school are very smff^so want to study in another school. 
7. I want to study in another school? B e ^ i ^ I want to improve my studies. 
8. My moth s a i d ^ o u should work harder! 
I p^M basketball in the summer holiday. 
In F. 4, L ^ ^ ^ y difficult. 
1. Y9&ryo\i ^ o w that. My new school is folly equipped. 
12. I veW^ipvek^is summer holiday. 
Remarks : 
1. too short = poor/weak content 
2. (good work) Vs Poor 
3. Poor copying makes you lose marks 
Useful expressions & vocabulary 
1. my former/previous school Vs my present school 
2. an unforgettable/exciting/interesting encounter j 
3. a narrow escape 
_ ’ 
4. an adventure 
i 
5. a valuable experience 
6. leam a lesson 
7.1 must remember it for the rest of my life 
8. leam form my mistakes 
9. lose my way/ feel nervous/ feel frightened 
10. heavy homework / unfriendly classmates/ strict & serious tcachers/ not flilly-equipped school 
1 1 . quarrelsome students/ numerous tests and examinations/ teachers are not understanding enough 
12. very far away from home 
13. encounter(v.) / meet some problems/frustrations 
14. don't understand the lessons / teachers 
15. there is too much to leam 
16. heavy study pressure 
17. feel pressurized 
18. study until late at night/until small hours and get up very early in the morning 
19. feel tired/ low-spirited during lessons 
20. tired of studying 
21. students in Canada are given much freedom 
22. more outspoken/energetic/open-minded 
23. a better study/school/living environment 
24. more enjoyable school life 
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Starberry's SWT 2 - Writing prompt and writing plan/ guidelines 
Comvosition 2 ‘ Writing a F^^l Letter 
Your school has been allocated a huge amount of fund and land to improve the school 
environment. You are asked to suggest to the Principal how the money and land should be 
used in THREE areas which need most c^cem. You should support your ideas with good 
reasons. Write about 250 words, ^ { f (h.; 
Follow the guidelines below: 
Dear Principal, /(Dear Mr. Chan,) 
I am d e i ^ ^ h ^ o hear that om^j^hool has been allocated some money and 
land to improve our school environment. Tt in having the chance to write to 
you on how to use the money and land 
First of all, / Firstly, 
Secondly, / Moreover, / Furthermore, 
Finally, W e ,/Thirdly, 
To conclude, / All in all, 
Yours faithfully, 
/ (Yours sincerely,) 
• I •• 
(Chris Wong) 
(The Class Representative of F. 4 ) 
You should pay attention to the following: 
( A ) Grammar points; 
1. Give reasons 
due to / owing to/ because of + noun 
because / since / as + sentence 
2. Give suggestions'^ 
should/ had better / It is better / It is more desirable/1 suggest that ( should) 
I Give opinion 
I think that …" 
In my opinion,.... 
To me, 
I believe that.... 
It is believed that 
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F r 4 view,…….. 
From my perspective, 
I hope that 
(B^Organizyion : “ -
You may consider the following ideas: 
Mv school 
( 1 ) install air-^^itioning in the school hall 
Why?: C I t is usually very ^ UoX^ 
(Reason + Explanation: So, the i m b ^ ^ tea t and the smelly sweat make 
students feel when they are sitting in the school hall for their weekly 
assembly. 
(Example: ) For example, a F.l student faifted last week during the weekly 
assemyv. 
(It^ik the possible resu^ ) If this terrible c o n ^ t i o ^ ^ ' t improved in the 
school hall, students may W i t j^i^T/^ul-t/ to c ^ ^ M t e on listemng to the 
talk in the assembly. TC Q ^ o ^ { t J M i ^ 
( 2 ) improve teaching facilities in the classroom ( e.g. installing an overhead projector in each 
classroom, replacing some old or broken, desks and chairs, • 
Reasons : will facilitate teachers' teaching / will help students to leam better / 
- J n ^ooC^_ l i 
( 3 ) enlarge the school library and provide more varieties of books as well as more audio-
visual materials for students' reference 
Reasons: can enrich students' knowledge outside lessons/ 
( 4 ) enlarge the school playground ( Our school should be equipped with a r f f f t f t a l / _ Pitch 
a court, a basketball pitch, a swimming p3o/ and a gym.) 
Reasons : Clubs can hold more extra-curricular activities. Therefore, students can benefit 
from joining them. This can help to develop students' different talents. 
- ( 5 ) set up a students' common room / some study rooms 
Reasons : With the provision of some entertainment in the students' common room, 
students can relax and find their school life more enjoyable. a 
rtkv^ v/Uv -Pn luviA util, mw 
(6 ) provide boarding facilities ( students living in the school during term time) 
Reasons: 
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( 7 ) plant more trees and flowers 
Reasons: can provide a quiet and pleasant environment / then students will 
( 8 ) improve the canteen by offering delicious and cheap food 
Reasons: Good health is very important for students throughout their learning. So,… 
( 9 ) purchase more computers for the use of each student during lessons 
Reasons: 
(10 ) repair the broken lockers and buy some new ones 
Reasons : f h — 
( 1 1 ) Any other ideas ••_. 
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Starberry's SWT 2 - Written text 
S U B J E C T : _ ( y ) DATE: 6 "/o- 2oo) 
j^hr.TpgLl 
, 1. av^ JeiT^hkl. .iici ouk-^OJ 
Ka^ 13ggvo — /gg^^d—ibJ^iiUL.-- jSfcidL lahJl io 
…U^l^ie -tQ‘ JjQlL Qh , hou/.— 
o _kkUikLedf—^j^J.—lakid-M-l^yyi ..vi^u —.— 
'giAe^ L^la . 
f I Up^ - Tbi iksL : -
‘ ^ ^ J V — 
^rhooJ In^l Tyrpym acJ^Jl^j—_-Jh. &L 
_ chsrhDot^ ahrl fhIgy^e.^'fkj^ "School phy^ui^-cL ! 
"• Ulikiisi I 
- j l ^ t fxP" d L .tWt<dLATv ;^r i^ kclidi: giJ"f^5 .Tin. . j 
• 
efcooi hdl^JbecaU^^ xLus. U^MlJy u s ^ .ho .Jh. sii^i^^ir | 
<0 , _ - S h i o x L ( 
• j 
i^e/ IDxjtg^ - - - - -— 
: pnl hall -ky -tluTi^ y/^M^ ^TO^f^^l^/^T I f f ? 
Z Z Z Z Z t e B s Z 
-trCh-Zi-tU. L-…-
hill f knaij -Ai^r/ 7 Vb Cp^cMvAk 
. Tt ^ 
h m^ha .— — … … -
j_ / ^ f ‘ / ^ / . H h S > ^  
” f>ai^ WTpi Mgn-^ -{[yyt^ . — _ — 
' — —1:—-—.…_• — — — •—:— 
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I p — • — 
yxo/yunjl II (40%) 
zlOtSatizaticn: (20%) 
^ - — -- " • - -. • \ 
iK g rk^^yhnwi , Jv^dalllkl -Ab-—Q— i?- ci- pimJfdQ — -……-
• • , — . . - — - • — - • ' - ' — "‘ 
"IVO POrU .... SohU- -Ola .0)r ..bxQMh 
- A ” 3 rl^cjMk^ I 
VpK • help 
. . n—……-…-- — 
.X-gGfijd— - - -
— / : L [ : g h i y — . • “ 
X Jlope- --fib^i ^/i&uU - i ^ 
. . • .• —- _ I - • —~ — • — - . - • -- — •—— —• • - — — 
f /7)1 ^ A J i J l ^ ^ R ^ . a.. fmd.,……--
. „ . _ _____ •• . . . — - -• 
a k7<rl< aJFplhln VwTj^b^T^j- pod. c/ 
Co / -- — — - — • — I — - — — -
. IaW JdrWjgk" 
j - — - • • — 
. ^ r/ , c a h h^uefi't. - — 
— — - — — 
I ) ” JiVi^ … JpL^ !^ ck 
“L I J J / 
J-., — I- -- • • - - - - - - - -
/Wfe^—— 
—- …… -T —• - . _ . 
'To ^hc UcU— J^vpe. jhai-Mr..- ^.Chsh 
-fo 
"A Xte , _ouMJci -J -j^ ^ n 
<h' ‘ … -
• I ji^ y^ — — — '-• I - - ——• — — ———— -— -•-—“" 
'^'jrltSfyn UaiA • - •……— 
j . - — -- - - - - --
. — - — 




Appendix Q (cont'd) 
Starberry's SWT 2 Corrections 
’ . • 
SUBJECT: ‘ [AYV y ) ] DATE: I 
I • • 
p Pffvi V 
. . 
— . - — J J .-' ._. _‘ . . -
1 A l rlpUgWd o V\uy fktf <nl}m^\ 
yM^ __yY]t^ \/)PUj /^ i/trl (ai^J ih …V“ nur 
- — — . — — — - , . • • 
SlLoaL - — : 
J— —r ; i . 
• uoU OVI how IKP 
• J . J 
r ^afci—li2\/icl of , I l y jUf om 
IV) iki <TcUnl , 
-- —T V ” j J ^ f < jh -fju 
-ml ^hr) pIl^ ii^ HX^ Hrl I 
. J J . J^^ ‘ ‘ ‘ ‘ • -
Vfi rrf all W^^^idUj^UII fir- e^^JuSs^'ha 
U l l / i 
, ^i fUi U v i w v ^ . (h^d "fiu I 
^ Wll - A i - J I / ] k we/lflu 7K ilu noL 
_ZZZtt 
— "tn h " t o Tvi -frjl d^fiXhj J-l T< a ^ 
-iv^-e of -^ VK^ -Mi 
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yv^yctov Tv^  mi] ck^o^ r ^ k d n ^ "jom WrI 
OK \ivr)\^h fli/^rl r t e r < > -
uill fe 
Wlp ^ W w l ^ ^ f t Hvn k t e r . T U M i v f t f iSiJl : 
oA n ^ L ^ ^ ^ . 
• . ___ f • » . .' , z 
p 1 ^ p ^ 1 —p^  
U ^ _ b c t J 4 H - l j i t f - / J ^ U k W r L ^ A ^ r L . 
: .i ; _ • • , . / 
— c W \ _ - j ^ j p M i c L ^ : l 3 o p 
^ . • i 
r — v^liii (k M ^ d l pmV I ] 
: iul^bll^^dl , (K V^hj I j - A - ^ 
. ..... - • . t . I i j • * . • - I ! I • ‘. - \ ' I . • ' - • - ‘ 
— _ - itold mvi 
^ A 
Z Z I 3 i ^ J m lup te^^^^^^^^ I 
— “ — — 
^ - ( l y Mv J ^ ^ C^h I 
% ( i f ^ ^ y f y o T j ^ ‘ 
• V^Mj oijy . Th^UjMir 
Z Z Z I ^ k ^ — 
——_ukgfe fag 
B - j f c WfWltTP J ^ K ^ l f a ^ 
Mimav^mf^ mm^ maxr^i k — 
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Starberry's SWT 2 - Follow-up writing exercises 
Compo 2 - F . 4 
ProofrAadAe following. 
1. A t l ^ t ^ hope to improve the schooUibrary. 
2. A^^S^ hope 0 Principal will conSWer my suggestions. 
I suggest to^ffi^epe school playground. K-l V. 
4. Our schoo^*Hdes bettatea^na facilities. 
5. ^ e should install school hall. 
6. enlarging the library, we should provide, a students ’ common room. 
7. There are students in our school. 
8. We feel very hot in summer, sojhatwe cm't concentrate in the assembly. 
9. stmjents can have the television toVlaa^n the common room. 
10. Ae s^djmts can't study well. 
11. The studentJ^eiStolSrSble and inconvenient to share the lockers with other classmates 
Hie hal l !^is small. -O IW W\ U^'O 
^ We need to improve the SCHOQI environment. ForWample,^stall air-conditioning in the 
school hall, enlarging the school playground and setting up a students' common room. 
14. Our school playground is small be e we can only play basketball. 
15. Yours faithfully,, 
Useful vocabulary and expressions 
1. We are all from the heat. . 
2. With air-conditioning in the school hall, we will listen to the speaker attentivdv. 
3. Theschoolhallisstiiffy._^ < .• “ 
4. Students need to share lockers with one another. 
5. The school sh(yld provide more linkersJoc^ tudents to use. 
6. Students ma^^^^f rom heatstro^/sunstrnke 
7. There are ina^qiiate lockers. 
8. The computer is a jnuft(n.) in our life . 
9. Both teachers and students will (v.)benefit from these improvement. 
10. Studeijtewill (Vfjleada happy school life. 
1 1 . . A ^ ^ M ^ c h o o l is very old. 
12. To begin with, / First of all, / Firstly, •• • 
13. Undoubtedly, / Withont^^bt, /JJnde^ij, ^ , . 
. I our Principal will take my suggestions/ideas/opinions into serious 
coMderation. 
Thank you for your kind attention. (• : :\ i\ ‘ 
I am loota^^ forward to (n.)the improvement of our school environment 
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Starberry's SWT 3 Writing prompt and writing plan/ guidelines 
Comvositioti 3 - Picture Description 
The pictures below show some examples of bad behaviour that occurred in the very first 
lesson a young teacher taught: 
Imagine you are the young teacher. Describe what happened during the lesson and how 
you dealt with the discipline problems in your diary. Base your description on the three 
pictures, and use your imagination to add at least one more problem. 
Guidelines 
The l" Paragraph Introduction : some background information : 
For example, (a) why did you begin your career as a teacher? 
(b) when did you start to teach in this school? j 
(c) what did you expect your students to be like at first? 
(d) was their behaviour contradictory to what you expected? Cjr did their 
performance correspond with what you expected? ... ‘... : 
_ (e) how did/do you feel at that time/now on thewAo/e? 
, I 
The 2"" Paragraph Pictures 1 & 2 : 
Picture 1 • Description ; 
-d ropped his head first 
- a s k e d him to pay more attention to my lessons 
- i g n o r e d my request 
- f e l l asleep in class soon 
- e v e n snored with some annoying noise , ^ 
Your ideas : . . 
How did you feel at tkat time? ( angry / frustrated / annoyed / disappointed / puzzled / irritated 
- /upset etc ) 
What did you do to deal with this discipline problem 
-o rde red him to stand still throughout the whole lesson 
-punished him by asking him to go to the detention class after school that day 
• other suggestions: ‘ - ‘ 
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Picture 2 • Description : 
- d o i n g their class-work 
- sudden ly heard some laughter coming from the back 
- a girl • loudly 
- a . - boy pulled the pony-tail of the girl sitting next to him 
- t h e girl slapped him on the face 
- t h e other students . 
- t h e class became out of control • 
J . , 
Your ideas; TT" . 
How did you feel at that time? 
What did you do to deal with this discipline problem 
The Paragraph - Pictures 3 & 4 : 
Picture 3 - Description : 
- i n the middle of the lesson, found some • of the hamburger 
- w a l k e d around the classroom 
- s t o o d her book upright on the desk 
-discovered a girl and a can of coke 
behind her book 
Your ideas : , -
How did you feel at that time? . 
What did you do to deal with this discipline problem 
• / , 
Picture 4 Description s 
— . . . / i., 
. • . - . 
How did you feel at that time? . f, .: •,. 
What did you do to deal with this discipline problem 1 
( 
The 4 b Paragraph - Ending 
Have these discipline problems been improved so far? 
- Is your punishment effective enough to stop/discourage them from misbehaving themselves? 
P you regret working as a teacher? 
• . i ‘ 
2 
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Teacher's marking codes/ abbreviations 
Composition Corrections 
Symbol Meaning Example 
I  I [ ^ ——sMmat—apcMsaBSMai i e e m i i i ‘ i ac^ ggJ^ maacas i • "nr 
T. Tenses [l eat an apple yesterday. 
I ate an apple yesterday. 
VF. 
VF. Verb form I was not went to school yesterday. 
f 
<=> I did not go to school yesterday. 
.P I . 
PI. Plural I have two cat. 
r |'=>I have two cats. 
Sp. 
Sp. spelling She likes swimihg. 
. t^She likes swimming. 
‘ P . P . 
P. Punctuation He loves apple^ she loves orange. 
^ i^ ^He loves apple. She loves orange. 
W.W. 
W. W. Wrong word I enjoyed a swimming course last week. 
<=»! joined a swimming course last week. 
Prep. 
Prep. Preposition I arrived on Yuen Long at 8.30 pm. 
, arrived at Yuen Long at 8.30 pm. 
Art. 
Art. Article ‘ I eat a apple every day. 
1 eat an apple every day. 
inf. 
inf. infinitive I wanted to gave some money to her. 
«=>! wanted to give some money to her. 
AA New paragraph — 
Agr. 
‘ Agr. Agreement My friends goes to school by bus. 
"^My friends go to school by bus. 
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Agnes's HWT 1 - List of key ideas 
o,. 1 . — 
PL - /rd jj^vp TdJ^ ‘ y 
/ | : ^ U \nvyKJlM C ^ r e ^ . . 
i •• f>cw ij Mi^t J 0 -- -• . . • 
boc A t i g k ! “ ” Y t . ..‘ , 
0 1 .: . : . , . . j -
— Vvi^lisU Cl 
jyov^ tA^ft-Cv^t" lAt^ tv /Vs ^ • • ._ 
— \ 1 V f va A-y^ -e^ v^  c^ - • • .‘ “. - . \ 
• —— Cl Vv ^ ^ -ex^ tA g r ” ” ‘ ^ n “ ..: . : “ -
KJZ. l^ Ko^ v- t k ^ t iihjt A ^ y j j ^ ^ ] 
i - gC^ffermt^ k a t r ^ i ' . { aiAi . i : . .…! 
'i, 0 V-e Vh 0 v-c mgjg. M j ^ f 
. 
I A “ • <:: 1 ” 1 T j 4 ^ , <,.": ) y ‘‘ :> r .. ‘ . 
. , .... -- . ‘ . ‘ ••“ . . ’ . - X ‘ r ^ ‘ 
-- ^ • • . • - • ^ r-. i « - -
_ Vol l ey h^iM" > O^yi^o^t^^ - fi) v ” ] J 
1 { j • ” … . … " . . . - 1 . _ — ‘ 
- vv+>CA^— c\ a^^s. 0 i l -^V ^ 
I vo^UU- ‘ 
I - V ” m " a t 1 r c lass 
: A ^ ^ 
i ~ \ 0 
I — ^wtOYC^-ct^Wt U v^ 
I e t r cU . 







I . J . I . . » « ! -! ! = i = ‘- = = = = =~~ 
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Agnes's HWT 1 Outline 
. . ^ . J • 
l^u^ij^^^^^^ . : - — : • : “ • ‘‘ ( . ' : • ' . 
d y ^ ^ ^ J ^ … r t feafic oj 
i Wt idA Lauid -hHurcLj , ) : :.’.b 1 , .:. .. -
-I" ‘ ' “ ‘ • • ‘ ‘ ‘ ‘ ““ ““ ‘ • 11 •• • 
/ if'. -
I - . ‘ • • J . • I 
i n ^ ^ K 1/7 i , :. .. ‘.‘ :> .f P ' ' i ——/• : "V , / “ -
i ‘ I . I I … . 
‘ — - fh^ p- ji^ kyyyc^'^ ,: "]" ‘ 
I di ff^^eiit ^j^opU^ rUh ^ • ! -
IV^ ^iLC Cj(ti} .“jg-^c Q th^' ,. -
- Wt f t ^ ^ ^ W ^ i ^ k ^ l ; > _ 
Z i ” -r\Q ^ (1 W j/' -
< y :>o sT-H^ n 
\ - • • I . I I — . 
I p v^ "t 0 Icai l/L.<n/v t>0 ^ a. ty f M U …“ 
odU of- uSg^gf 'to t- 0 WiU t^  v^  
P ^ t kk pw VH tr>~c tfKg N ^ ^ t W b ^ i H-otj- PT^y; d H ti^ y . 
— X i f tr VI OJ^ C K I o( f h , i < — 
i-^  —h i:.. :‘jX^^ i.. ^ i) V 2 J h - • N -
r 1 ^ 
- -J J {j 0 J '1 n r ^ 'I • • 
: a ) 1/1".- ." “ >./ • 
— i : 
: - • ) . ', i : •. rJ f j i h y / 
I . 
i. '' / -
i ’ H [ ) ’ .1 i M . n ” • ‘ } fn i-j — 
Q H - j . • h ‘ - ^ } ^ / V IJ I J I '} -
. - : : i .jr.; ^ Mrv.^  q y’j ) -• i / > v'i /• • 
I 
U- —~— — — 
I 
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Agnes's HWT 1 - Written text (First draft) 
D-t^  1 . 0 ( 
‘ ‘ • / + . ‘—‘~~7 ~ ~ T ~ T ‘ — ‘ — ‘ — ‘ = ‘——‘=——=——.——=—— ~=——=——=——r-^ 
I ^^^ IjfAv , I wey\X t o (A suwii^er cotAK^e f\ yu-eric^ I t 
pe^ /g IVoK (>(fffc]reiit gOMMti^rgS • ^OWUL pf fWtwy (gyyu fypM \COYeiA . ^a^ayi Or 
CVg^^ • THTS COUvSe aUO tA"g“"t ui A^ oM t jj^f 
° f yy\\j Uinrv^ I t^oV t U U c o u v- s e awd Wot“ of UJ 
— — — — , , , 
As SOOK as W ^Vt-iv f^ , Wg- € t H^ost of tki Vati cTjX^^s-
PSjiect "” XWji , tk^ fvUv^e^l^ /Hlr“ u« )“ j-h-elk 
w^K Vuov^ g tb.^ H /uir i Xv'\td to "hMki ivr "E-w 1 n I, ^^v, A we 
] ~ * i ? — J ‘ 
_ ^ 1 A ^ ^ ^ 1 gjiAii t o ouy m( hii/tg Mot oh 1” Kot-fAux ^ 
Jg^ jiAn ese gvho V\ ad ff fCutti^^ Ha g j)^ ^ Vm iifi Kowev^ er ^ aU ah i^^  € 
to cm^^uni CA^Ire. ‘ g^M wf f oia((>(… |c€ fyiti^cii • • y j L ^ ^ y 
of^ CouvSf, I wai irTs^ M > f^ vM O r^ 
t tMl^V Y/H (X :uV\ i\/tU’ ~U^  - But Uuohi We^ v^tr^ 
gvu. g( kK A.cU II \^\tY jjittA^ i K -t-Kc ViU-towT^  e-f A i^ m /^ca.. geU^S ^ 11 o -f 
Ue H^ckcy-S W p S "i W TW^e.^  Vvoicc^Vit (A{ o u t c i^Vi t -i-e^iKg) 
S omf evij Y ^ ^^ ((J i ^ "tea LVvi^Y S ijetiVig g^ n d £ H t k^itnC 
1 ik '^K - t k ^ A Kg jjett-Cy jUg tegt ikt^j (h HpKj KP k 
_ 
^ Pwx p-{ vuos i Vh f r ^ WAi ~t k^  ^ ^ (AeK\jJ , 
ujr tD (.oyvv^  0 U"t t 0 S 0 U t fee (i t H 
t W COuvs e . I li^itvhg^ ^^ Sip^ c^ of lyt^^ 6)^. I fe i-t 
v tv t j "t/ouL^^^j eccAUic of uj^^TiTpf^^M ct \ f e c ^ \ a t p 
k^ivn^^ VWo i-t 0f- HI U g Vki^  A fvpvH Hin 1 IPPU of 
QU Ir ” sli avi 4 jcHOlv f M i^ oi^ t Vi t ^ )>i ^ 
V ^U alyU fwt^i Slnp t v ^ H o n ^ i f f - e v e n t WiH-tioWJ 
I A 
0\A \ ^ j t cL ef Kl tv u k, 1 d)d Ko t Wa d t tfl I I 
^Tiifnj • aU Vv^” fyHvidi fvo WV1 lfHr^>i t C i/intrKj gui- pYe r^oM "IiVk^  
t!tv\T At^v n — “^  — Vt 0 pe -yv g co-rl^ tm - $rt^r^-^u 
… 
—‘ ^ « « « > = 
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Agnes's HWT 1 - Review sheets 
Reader-Writer Response 
} 
Essay title: ‘ ^ . . : -J v^ . ^ 
Review Date: ‘/7,:f > , n M — 
Writer: 
1. Which question on the Review Sheet would you like your reviewer to answer? 
Su^gfit w^-s tK<it Htfuuj jyy, 
tW fK6iy-t if'^ft^m^t"^, iUile A^xij <>9 rt s^To tn ^K ^ 
I c r^ci t^i^^y h a ^ fcr 
2. Is there something else you would like to ask about? If so, please write it in the 
space below. 
I s i/Kg e-h^ri vgf e^ fcc( oiirc-c-htj m UKV^  v e ^ 
i LC t ^ kfc th^li^j? 
Reader: Complete the following statements specifically. 
1. The best part of the essay is /uv y\_j>C/ ' gru j r ^ -^ (^.^vn '^/ ‘ 
Jpr^iyy-^' ce-_ - i d .ci^i ic ,. Ai ^^  “ “ 
i ._-J- i ——_ ”,71 t• 
^ 2- After reading the essay, my first impression was A .u\ , L ^ g 
.- [ I " _ L^-. . :’’,t hgyiATf -fo n cJv^ut>Cc 
] AN^'fv , ‘ ^ • ^ /.f ^^Cy ^ .'I riv /-^g^y^ i^t 
•h ^^.oiiXc - pi, 
3 . O n e experience or idea I have that is similar to the writer's is 9 . “ j [ ^ 
\ . - • ^ • d _ ’ “ /V / . . ( . … 
\ r- ‘, ’,A>s / / ^ . / » 77 A y I . 
\ k C/: ‘ . i > , “71. - " J ~ , 
\ 4 One suggestion I want to make tq improve the essay is C .: . , \ 
1 f. r “ , .mJhCf'cr ^ ‘ \ 
drjf^iC, L.rrf / C“c: j’ … 777^. 
_ _ _ — . ‘ • f ‘ .• • 
. . - « - , . , / . . , , , - • _ c 
. • M L . - . : : ‘ ‘ , - - , •‘ / . • , ‘ . . ‘ . . , 
• • V ."^ “ .-.' . “ - - ( , • I 
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Review Sheet 
Essay title: J / j h , 'c 
Review Date: i) d r ' 
i 
i 
1 • What is the subject/topic of the essay? / , , ^ . ^ 
iLL^^jy JU^/^'i-^ CO • -^/UU^- cUw ’ 
J ^ / ^ i ov^  • K j 
} 
I 2. What is the writer's aim or pu^ose in writing about this subject,^d how in the ! 
1 essay does s/he reveal that aim or^urpose to^i&T^der'? . 
I 7 AJh./'t “A ; c ,A aAJ7 yJ r^_ ‘ /—k“ -
V “ 
r 3. Make two positive comments about the essay. What are its strengths? 
' . . . • i 
I 4. Describe any areas that need to be strengthened in the areas listed below. 
/ ^ J ^ e s i s statement _ 
j /gg?)evelopment and supporting ideas 
I Overall organization: introduction, middle, conclusion 
/ / (d) Style and expression 
. / (e) Grammar and mechanics (e.g., sentence structure, punctuation, usage and 
i Y / 
M i 5. Consider the introductory paragraph, does the writer state Ms or her thesis? j 
\ Y e s — N o i 
I i 
I If yes, could the thesis be stated more effectively and clearly? 
i \ Yes — No — 
\ i 6. How interesting is the introduction of the essay? Rate the interest level of the essay 
\ on a scale from 1 to 5 (1 = boring; 5 = fascinating). 
\ Does the miter choose details that are most important those that relate directly 
\ and have real significance to the thesis? , . 
\ . . 
8. How would you rate the organization of the writing? Rate the organization of the 
essay on a scale from 1 to 5 (1 = needs improvement; 5 = outstanding). 
1 — 2 V 3 — 4 — 5 — 
9. How would you rate the content of the writing? Rate the content of the essay on a 
scale from 1 to 5 ( 1 , needs improvement; 5 = outstanding). 
1 — 2 _ V _ 3 — 4 — 5 — 
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I 
10. MaJyze each paragraph as being either nairation or exposition; also comment 
I n / i L ^ n e appropriateness of the organization of exposition and nairation in 
K /^ , ^  /"yy^  
i - • ‘ 
‘ “ 1 
11. What specific details in the essay should be clarified and elaborated? 
12. Suggest ways that may improve the effectiveness for the areas mentioned in 
4. Record the comments and suggestions as specific as possible 
( “ ; K ] fM.“•" f - 14^ I…c “ ^^^ A 
. j ; ‘ … c,.’ 
~ ~ • _ h f ,1"" A I n.w 5 c " ‘ i 
13. Additional comments. 0 d 
- ' -( rvv//7.“' . + i 
* ^ (jMc.^xtr^ feCoA y “ — 1 ': ’ “ , : f7 . 
i ^^ ( “ :i ‘ 
Cn^^'/ “ f . i 
I — — ""““ “ j j£^v\jl 
‘ , . • V / ,,Yo > ‘ "Vvw . ” / • J v^  Oi 
: -
242 
Appendix Q (cont'd) 
Response to the Reviewer 
Essay title: S^Ut^ ^tt^k (C^n^ rse 
Response date: - /o - ^qq 1 
1.1 agree with the following comments that the reviewer made: 
I cauvH-o-t < I Ignr^U ^ pe^f-B C ^ t ^ i s^ ^ ^  1 
Hw Vto Vvtvi c/K ey ^^ -wi^ i U- f'. 
2. The changes that I plan to make in response to the reviewer's comments: 
e 6\ Wd TK. t/y … f ^ ^ A ^ ^ ^ ‘ U h ' w A • sW “ 
~ CKx cic irKt J pwi-ivuj^  • 
3.1 disagree with the following comments that the reviewer made: 
4.1 think I need the most help improving the following (You can circle more than one 
/ ^^^^^hesis statement; I need a clearer thesis statement to identify my subj ect. 
Jb^ntroduction; I need to make the introduction more interesting. 
/ Transitions between paragraphs; I need better transitions to enhance cohesion of 
Y ^ ^ e essay. — 
^ C^d^ontent; I need to add more details relate directly and have real significance to 
( the thesis. 
V/ n ^ ^ o n t e n t ; I need to add more examples and dialogues, 
^^^ocabulary ; I need to avoid redundancy. 
(gJVocabulary; I need to use more vivid vocabularies, 
(h) Grammar and mechanics; I find the grammar is weak. 
_4)Conclusion; I need a more interesting conclusion. 
/ (j)^onclusion; I need a conclusion that is more directly related to the thesis. 
^ ^-^^^^thers, please specify ^ 
243 
Appendix Q (cont'd) 
Agnes's HWT 1 Written text (Final draft) 
— D 13* 10 '0 \ 
Sumnh^K C/pAtse /T^oe^/^ ""[—jV I ^r^U) 
• ' - • +• -• - ‘‘' ' • 1 I I • , • • J 
“ ” £ fhr.vn all of -tlu vv M“ K h ai^Koj^^ T 
nre P Jlljj/yie^f . Thp Course let kn guv fhc^t f-^ ^^ 
( 0 f J^^jyUs iKy'tUTi U-f^ tr ^ X B oy^e c^ n > be / g/f ft 
j-kim^ U oUf^ [ i^H^ ua.^ QJ av, t^ IH^K o j^' out^ r k r^ > ur-ffcrc^ t 
V “ " ‘ “ — 
• ‘ • ― . … . . . … . • J . . . - . 
_— As S 001^ ^ S ( 1 yyiet ^^st o mol j^gytU i ^^^ 
e t l i e |< ow 
t h U Wgii wevse Irk (H^  r j Wg: t yfed t o tTA 1 k- / h 
‘ ^Ohi^ t i ldes Wd USfci s r^ M I t o 
Lov^'/^Ht^rcai^^ N/oj/ QH tl^-e- Kot^^g^atg, flic Jg^p aims ^ ^{i o " 
^ r f m U ( -Ct IC1 TVv c^  ^Vi^ c , the^ c ^ M t^-Q 
i j) V 0 m^t^w {jl IrKe. }r “ i-oiA-h. d t l ^ y f^dd p he f t Si ^ ^C 
(CKfi^L^ I fUcn^ht It M/^f ^mT-U -U 
I XV\JiAv . lv\ spite e f tUcit • H of u^ ( kno-uiaj-e 
: " t o Co i^ ccnTLQ-tx. Wg, ceuA. S" J fly 
0K frwt gC^ ef- tWiL , T wq 4 "Co fAt^ 
w ^ s o^ u ni]/ c-t^s rty S'i^oO^'t 
I ^SSv Wt^ in jci/rti l^fl^g of UJ I ilctf tWc 
Ai^'^ri^. g eSf((€S , all -t-Ke te^chfi^s w^ kei prt^LU Ih^tyj 
• [g yxnA.£i) U -i "Co Oflne^} L^t^^ , Ui^iv^yxa/ ,hto lUj (AJ^, 
I S r g ^ t - g(eiVtg) . W6 •gve.v^  we^^t "to k.-g^K- k^ UvLg Jut Tk^ 
(.i^ -CKf w ^ ^ M Q ^ ^ “d -en et-j^e tTc So "tkCij c<rvt f^ "ot^jf ” us, 
Wiost of tkc liogg “ h-^ ^Cfr - I -fkltq |c t k ^ ^ 
Hi^ HAOl^i r“ koH^. ^pj; . 
wt clTd “Vki^f^irvuj l/vr evL^ • liA ^ t h j ^ I / j . 
g vvH"^  us "T ke^ SO fy\CM(iii/] tuat ^vt^u^p HU^ t^ c^ 
I ‘ I . 
I - . 
I of t l ^ WtQSt hvO-y^ile 1 … s -tW a , o i o ^ v . 
4 VMAb aWgut tk^^ f t ^h'ut^ -to mc COty^nt -
I 1 ~to tn^ p . All af T h ^ I — 
thMir vnoit Imfow?) bC^  f - w dlutruj^ rhj> Un^i^ce a^d th^ fy^ Um^j 
fmVv^xU;,^ fAji^ ^aJvieJ 1 f t i j vci^i^j X^utUi ^ t l ^ t H f Vs trT'^aS'^*^ _ 
. t jAi i if AHi^M^t^ Hi fm'-e^eU U e-iUj sf^^M -
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— Date . . 
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Agnes's HWT 2 List of key ideas and outline 
Pat. 21 . 10 . 0 I 
• W • • ‘ ‘ • • • • 5 ‘ = * • • • « » 5 1- s s S Z 
z y 
• ^ fid otlve^ JkM^e^cK 
— C k e Sg^v^^ t t ^ I • If^  (jJl (A^jta. 
^kn M/Aktj il^ oUj^vq p^ pU [ou^CnA fU —/b UI^ztajl ^ til I oftk 
•• D V-ov ^H'L^n^ii^ o f p^Q 
T k^ li^'i^C) '^il^^ciUfrd ru c U (o(/\/^^t^d (i^ihoj 
r \tt^c/j clf^ 
/ - ^YCA-t "f^i m 6? OCj . ’ 
"Xi I tf^vvKjiA tyo C^fhZ i^y othA^S , To ilnarvj tHjt [0Ve of 6ioc{ V^ 
pM-tt f ^  gj r-t 1 (^M^HMs 'to ke^ fftUj^f. 
I llwrs 
T A^e^TA S^ jr / e ^ thjL x ^ r ^ 0(KIOQCHA . 
I a cLx. y^u^  QiA/ -f A c a ^ / V j ^ ^ pfKe^ f /i vnysf- /’… trytnvx 
To ^ rf j/jOM. love Cnod . ^ \ 
QuA JU^u 
1 ‘ {. •, (tVi? gUt : X ^ oVhjLir i K (K TV ^rojr^i 
I . lA/y \c?oclj c{tic.v:U\t a . VA^V^y TWx^ kz^ i a V woyIC^  
^ . ~T k^ Coi/ioO Vt^ « Ca I cu"H-<gv • 
ht^ Vv L f e ^ a 1:>D ni M 0 K v^ Tkx h-e a Sc^ 
\N k i t V X- hi K ^ h k "a, 
A I (%-f-f W- . 
'Vjk -^i- I (ho^ 10 VyJUi^ iwH) CLCirth^ . . 
I 
> • * _ • • • • » • •‘ • • > . » • • • • I •» •» • • 
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Agnes's HWT 2 — Written text (First draft) 
D«t« lo • o 1 
vJMf^fPiW asK 1 . k ^rt^t^St f-thSOh IhtUjL 
A ^  k/K^ ^^Cii 't Wlotke^ Jhj>t^SA wks ‘ ^  fn a ^ift^Ti irpt'~‘~ 
V kijgkuyj : i ko ft' aud WMi/h ; ^ 
V "flf \ k uti) :ffKIjL ‘ 'O W (?Ij t^O. fl^ ‘ H ^ hj-st u</pvi<r , r U t f c f 
I w P " ‘ 4 g ^ 
fdMv^^-K , X. S a ^ y^d j i/t^ AUV^ M^/Uj-
r j^JiJLa ^  ^ U U^g€f AV^pung't *^ S cU t (^^ej^ Vy^ M' OH. 
^^ Y Q (KCK a UAOtio^i^ I/to Kjg I'r w r ^/U^jt^ lot^cfc ji^ 
io Icviy kinases p^ or-g^ i^uult Fui^ yi^,I ^/W" «vch ~ 
hoi eu rt IffXA t o'^l^^ r Tlnj^sci ve Kp fiULt S hsL ^^^ ^ ^^ 
W n^ to tk 17 (yi'U^ ifLwd ^  W Hi /Vi^ ~to li ^ fc-Y wtt-u 
- l M r > H J g fn^ p^Ji^ojiCe.. kje kop ^ ^v-Cf^ 
“ C'^ tn^H j ctyi^ ./v/' q iV^ to I ^ H / e r k j ^ . I r * ^ . 
Y^il^oi^JjL kiVij yyOinuL c\\? hj^M ^ i ^ f ) ^ 
.Vvtrwu? [ V n Tt-TVvjl Hifl p K ^ r " /V ^ cTTa ^ / f ^ 
- t K a t hio'tt^^ llu^f^g. ai^M <KJUI c-tP^ e g fc^ y^o ^ biai 
Kp't ^ ve- lA jU^cTji^ . p^f-l^is cdLso 
I "tk^ ttlcfzc^ t^ iiuz^ , ^fU-oH^^ k j ^ t^A^^ xo Si c\c tU ^cnJ^ 
Wo^^cUU^ •tiUfc . 
J. /t^ iz/fj^ r^" -
p M/V /Vi^ XVkjI, / ) KlPrKt^ ‘] K z ^ f ^ S W trv fi/yij) yvxJL 
^Ixji (S gU t A ^ t Chu cLtci W / fl/i x^ sg. w^x jVr i Ke^ / g v^, •h-> (no^ 
(^ v'to . fove- & /"^r p^pJx Msi^ j-k^ 
jlxii I.Qvin & tpjUpr, ^ 0 r tk<x.i 0 fT!!>• Jco^ Pi 
^ biA't , I ^ VtQ-f t- tU^^k-^ kg^ 'wemcLs \^  I -
tke^H^fng cUi^tn^e^d cHf l-t^oU. Xow^y^y u ? othjLv^ 1 "ty^A "U c^^.“ 
TIa g lo SUtM/ [jnM. "t-o .“ N 01 (ThX^ I k t ef'KM “g^ jg le -
“ t 1 fWfAi/fg i iM^ki [aW rL / " / ' f ^^ ju j q -
1 ( t i W VuAir/l WU^thj^vTk^N^S w /^ fW ©-p ‘ 
_ J J ! J J J J J J ! 1 1 I ‘ ‘ . • • •. • • f^^' = !~ 
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Essay title: TKjz ^ y ^ - f c i "t Tu 
Review Date: 
Writer: 
1. Which question on the Review Sheet would you like your reviewer to answer? 
I I 
2. Is there something else you would like to ask about? If so, please write it in the | 
I 
space below. 
\s tU^ oo t^fct^-t ^rc!^ eKcn^ k ) 
\} 0 I VII^M to Cfivt -txa^^jfLi ^uig/ d^Jt^^S ^ 
Reader: Complete the following statements specifically^ 
1. The best part of the essay is T'uU^ A-^tt c ^ I t h 
, " y ,f> -h^ e^ "J . 2 /(\ /”__" __" 
‘ / )(.s/tJLO y^i^y ^ h^vuic [^p ^^uUA, ' '^t /jtcU^, 
2. After reading the essay, my first impression was —y -A-^^ r A oa^ h^^-TKyy^ ’ ‘ —-^ 
C^ L-"'/,t / nirw,ri,sg ’ •) ‘ _ , … f 4i-n, ' r !. ^ ’ ' -
T 11 A U^ Ait^n^rJA^ h^ .jjSC^- , 
3. One expeneiice or idea I have that is similar to the wnters is ^ , , | 
… L… / f. … ' f , 
A . , ^^ r A^'' ^ / —'-• A’ ( / . 
4. One suggestion I want to make to improve the essay is J r t ' … 
• “ ru L• L-X • / / } . J> a^ j > ’ ’ /C . 
/J'J/y fivy 7 , /,.—. - Cj"^^ A• ^ 
cfj ,,, ‘’ :,. :. 
J L' ~ ~ 
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I 
Review Sheet i 
Essay title: _ ^ ^ I t ^ r Vw i M ! 




1. What is the subject/topic of the essay? 
//V TUj^I^l^^ ( C^rvv^iwfovN ^-h^ n r v ^ • 
2. What is the writer's aim or purpose in writing about this subject^and how in the 
essay does s/he reveal that aim or purpose to the reader? 
P 2 L 2 _ _ H L i f e A _ _ _ - k _ J z ^ ^ o A ^ _ c j y ^ ^ ^ ^ ^ r v ^ 
rWiy^ tAL*/ ^ ^ _j^ izLTk ^^J^rj^yT^ 
3. Make two positive comments about the e s say .What are it^strengths? i l i M 
_^__ ““_ri^ t t^hju L . /^Jkn^id' . 
4. Describe any areas that need to be strengfheried in tKe ^ eas listed below. 
Thesis statement 
/ /^development and supporting ideas - /^^ /w?/ , Tkz^ xn,^ ^ Ki^ k^ ^ 
/ M c ) Overall organization: introduction, — • } ' • — 
/ / (d) Style and expression 
/ Grammar ^ nd mechanics (e.g• sentence structure, punctuation, usage and 
/ spelling) -
u 
T' 5. Consider the introductory paragraph, does the writer state his or her thesis? —• 
Yes h ^ ^ ^ ^ —^ . 




= H o w intcrcatmg is the introduction ofthe-^ssay'^ Rnte th itit^ r^Qt 1 vel nfth^ Pg^y | 
on a scale from 1 tn S (1 - Iwiri" 1 - rHSvijIcltmg). 
1 1 2 3 4 5 \ / _ I 
\ l i 
Does the writer choose details that are most in5)ortant — those that relate directly 
and have real significance to the thesis? i 




Appendix Q (cont'd) 
8. How would you rate the organization of the writing? Rate the organization of the | 
essay on a scale from 1 to 5 (1 = needs improvement; 5 = outstanding). 
1 — 2 3 4_ j / 5 — - I 
i I 
9. How would you rate the content of the writing? Rate the content of the essay on a ' 
scale from 1 to 5 (1 = needs improvement; 5 = outstanding). 
1 2 — 3 — 4 _ / 5 — 
10. Analyze each paragraph as being either narration or exposition; alsojcomment 
briefly on the appropriateness of the oiganization of exposition and narration in 
the essay. 
I -
V . y -
^^ _ V 
A __ 
" Hf ” ^ ^ ,/> (7 jL^y^ n v , ^ , 
11. What specific details in the essay should be clarified and elaborated? 
^Wgyyf tjL__f.gVirt.^ Di^lt ^n^ • (j^ ^y Jl ^^ ^ • 
——CAi W / f" t^vwyi yh ^^ Utv^  …/ a?t: \ 
. L 
12. Suggest ways tbat may inqjrove the effectiveness for the areas mentioned in 
Question 4. Record the comments and suggestions as specific as possible. 
(h^__iiht^r^J ‘__fk ^ h 0“ Lka^^-y^ 
AjtAJU/hr^ U . . 
iJd_ji Y idJ^y^y-^mft T,.^ TdSUL^ ~ f^^r^ ^^yx J ^ Jt^ , -f 
"rvv/ h^f^^——TkA-XJTA^ / I W " , , f f f y t C ^ 
i2hL r^r^/ /A^hr.'f^A (% ^CAAXX^ ^jwaZft.-l^ ^^  “ .Vuro . 
I 
13 • Additional comments: 
— . 
I 
M u ^ j o I 
. I 
Ar"irv k • ^^ ^ 
— 
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i I i 
Response to the Reviewer 
Essay title: T Ke- fiK^^tat jLe^ i Ph iV t kc Wot U 
Response date: ^ - M - 1_od \ 
1.1 agree with the following comment^^haftEeTeyiewer made: 
I k to lWTt>V0Vfc fKc {^  M h ^ y i^ut^H CC i t 
2. The changes that I plan to^aake in t^onse to the reviewer's comments: 
tUc. 
3.1 disagree with the following comments that the reviewer made: 
• I 
‘ " • " ‘ ‘ • • I I I • • • 
4.1 tMnk l aeedt te ffiost help improving^i^ foItowingtYou can circle more than OIK 
item): 
(a) Thesis statement; I need a clearer thesis statement to identify my subject. 
(bUntroduction; I need to make the introduction more interesting. 
(^^^ransitions between paragraphs; I need better transitioDs to enhance cohesion of 
the essay. i 
I need to add more details relate directly and have real significance to | 
the thesis. 
Content; I need to add more examples and dialogues, 
^ / t m Vocabulary; I need to avoid redundancy, 
( / ^ ^ o c a b u l a r y ; I need to use more vivid vocabularies, 
^(^g^^jrammar and mechanics; I find the grammar is weak. 
(0 Conclusion; I need a more interesting conchision. 
CoDchision; I need a conclusion that is more directly related to the thesis. 
rk^ OthfT^ . plfiflSft spftciiy 
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Agnes's HWT 2 Written text (Final draft) 
Datd 2- • I / • ^ Q g ) 
. • ‘ , -IfrH-e i i^xW '^tiVKi t t. ^ w k.. jj 
—"—r— — — i 
yvUi-t e ^ plV Ivi 1 ‘ g b •^  ? tpcfreiv^ 6 , g/M 
~~f^ Hvh ke^-' X- fV^J l^ t^ ^"t yS v 0 -f-I^ Jt^ s ^^ ) ^ 'V^P g kt^t^' 
-to pLq rf I/) OM jtdve 6io c( fke^ ^^^^ ^ ^ h^py-ess Tvtj 
^ ^ ^ vn - f k W • / ’ 
w A r b ; vy tr^y ^ "- A 0 'h. 
^ (^ilKgUgkn if^^^yi^ ^^^ • -^ THfitp iktf^W ‘ ^ ^ Uijk fi^r , a, If ^  
i I j) I pk W) h/ iM-ti e^ -f^ s^  ke^ X^ .; /i xks ‘ , 
^Aj jnvi ^ b M c L rwv C vt , ti^M Wzre. jfnypy [t^  * fc V4 i /t. pQ*^  , Z 
4 kiJ 't^osiij .OK It TKxw ^ iAj> ^JU SKe kA.^ 
\\ceo{ i h~tv -) T i crtij. gVu W ^ i w HI I'H J "U live j-p g-cf-iMv wi 
~~"xujyvr) . SKe s-^t Uj? thx k^^yyc ^^r trKe pt” TU ^ ShjL k^J“ 
c^r c CvaW ^^YiaioHeM P^pJtc W f g -f^kjCU AJi^-f h t-^'Hivi^ 
-fVxvw \r ^ I e Sow^eoKe vv>'11»^ -to £ v e c ^ yc "fov-
^ 
— 1W ^ ^r'jj w&^k. 0 -f- yviotK^ a t^ Af h o t " a i t^ t^Mkr 
^^ t^lc^ r( fff iKg iio^ 'if^^ p ^OfA f^ed'iln^ -f- i^x^^ 
tu ^-tt'H^ Vvf^ Hi Ig^ frH , W^i /ugj", ok j-Kniy Wkj^OJ^ 
"\ Vm^  he k d irp jc ru^ ^ f ^ STr-e^j- ^ A S^^ rcM -^r err-e 
^ V ^VT 4 (>] <) jf? |> U. , fKg^ Y'' S 1 t h ^ 0 k l^k^^i ^ a.vr/1 
g irc feu j- Vru 'to VKz j> v . 1 c QVi I ^ •j'k^-f- v/e^re, ivprf^i^ 
V\/ QKi. — … X o -Pke r£t “f , A^fh.n “ "t J a S tl^k U — 
TKA^ C/^WCX (g a It i t/] ^ /11 (c . -.r' 
— ‘ T/^  -^ 
'DiavIW^ j l ^ Ivrfv r^vN^w , h/lprK^r WtrtAs IV^)^ t-^SS^ 4 
Wl S^Kt CAt^  
^l^^t- chjt M/f^ ^[XL -Hu^^ V^OA I '^-t kx/r- jy^ry z 
"{/O tvW I K - (Jl 0 ^ (/V (V^ nts kl ~t/» U / ^ t> Thjt^ 
PvUrpCx Mrr-c ” jvvt-t stkJ^ ? ^ yyyj^-f-trvu^-H ‘ 
•rk^-i "IVU. pi? t>f g h^t-f-*^^ ^ k l^ot c^'^ ‘ 
~ ^ ^ r ^ i / ^ -' T t j ti-t^  Ua^ O c w l^i tVMx .. 7 K .^ 'L ' 
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Ml-
• • • • . Date . • 
t - S - - i .. 
, - f . - i ' • • . •• , - .. i ^ - - ' -. .. . . - ' . , ‘ r - • 
,^Wa'Tt^ tA VhM' A-H-I -Ktf^ t^vv^vHr 'fhf (TVK^X 1 ; I,, t^ r^  
‘ ‘ • • • … t / I - . .-I I I • • • 11. • ‘ 
‘ t V imffync'.-^ o ^ uQ-kX^ ' -Qo' m^- h ein f t W •fA.i^iiyyU f h.* 
I .” '. … . "A. ^ - - J M j- r^  V i : ... ” : 
“ • •• • • … . … — I _ __ … I — ... - — . . W . -. 
.' ’ ‘ • . ‘ . - . • • - ’ . • \ … V . ••)! J r< • i 
1 [ M t S i i W - o ' i c hUt^ sJtyf ' TKa-T^ r A / 
— • “ [•‘—… ------ ^ — “ _ _ 
oi yy^ . -tOte^ ^^  Vi \ t Gao^ ^ hy \eiL Uat. V^^c .^ £ ^ ^ t (“ 
A/oryyi //G-t k i r jL/n t(K‘W W yZ^ A t . 
…v^t^M Wur. Vv UcA 'H^ /Tf ^ ^ r r>\ Vu^ ^ p'tlj trkA^ ^ “•v^g) 
^^^^^ …—h rrrty- .iTTf-ev^ '^ vyvii cj^y^ 
LUvV K ^\yj& V^v ^ vJ % • ,.,3 ,,,…• ^ - ^ - . \ \ h I \ . A 
X . ‘ i , i O « . ../ LV: (J ^ i \ - “ Q . ‘ .. , T ~ ~ r U AJ^ ] - ^ 
. . ^ > . y>< ” “- f -hi. i ^ ) i r^ U l^f 
“ ‘ … r ""( ^  1 ‘‘ ./! - i I rv, f f k j : 
X^Y …f-, > : , “ ‘‘"t ),•-.'- /; 'J J yr : ^ ... ,..,../.... 
\ i— ~ i ^ — ‘ — I . . 
- •u-., ‘ , ; ' 4 . V ; • • K n j c^ A pj V >" V r-
n ” > - ) . ” . . . . >- “ I .a^  i j y 
“ • , - X'-i / 
‘ / 
• • — 
-- . ‘ ‘ • “ . 0 . S 4 Q " ./ pl'f^k vi r' 
…. i 3 V - t ^ - • . r ‘. ‘ ‘ ) ^ V ^ i 3-j!. i r- ‘- .-.! • > 
‘ { T f-i 'c . :: ” - “ ”— r” r " I .•;,:.} • 
. … ‘ - ” . • . … ” ” … . : , > : : … n ; ” -
"““ ‘ ‘ • ‘ • • “ 111—•• • m I..I, 
.:: “ > “ - • - ” -’ ) “..’’." I C V ,.. j V J . • ) “ 
. !- 1 ] !. 3 .. . V 1 P • ' . i Kl ” i-l \ , i. . . / ^  V = / ^ .. :•’' J. . 
, n ,. . .…"x^ ” > } ( a •” ” … . 
‘ I • ‘ • •‘ - “ I t - _ I. , 
- ‘ K r > i ^ ^ ( AJ J : > . W 
— __ L. - > 
V V . . . , . . . . . . 1 , . . , . 1 (• 
• ^ S 
… 1- - ‘ . - •  ‘ . “ ” r ^ . . V • . V! 2 J.. 
\ h r . . % V •: f ' , ^ • r i -J ’- ., f ‘ • ‘ 
_ _ • - —_ ‘ ’ ‘ ‘ • ‘ • -•-, .. 
- . ‘ ” I • • ‘ -•• • / 
'•‘ ‘ “ ‘ - • . . ‘ r - .. • -/ . ,-
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Starberry's HWT 1 - List of key ideas 
“ J h L / Ds^Jcf. 7 . 
- A / f<l- • Ujb^ 1 
_ L. a r—* TW 5 S s 5 « 5 = * ! = » ‘ 5 » « 
t rk cj iJi^U ,, ^ Q _ _ [ _ _ f / n r ^ ^ K f a w W/W rU 
‘ jr^cj , im^cJnoy aIL^ijc <^l\i^^ t o 
yyjKjp ‘ “ '-v^^.)-^ ‘ “ ~ ^ j 
jhi yrv^- v) c \Ayr-. CH frp<c\ cy-Q \ /rf {…g ~ ~ 
9 . V/npL? ^ ^ ^ ^ ( f? Oft • 
(IP Mcoq 
B M^ l^n I ^nlk -ftyr / c fd 
g) I uVAvii i __1)7(C 'topic. 
J I 7 
2 i lM/v(h />}u n n k ^ -^ynrJ IM' J 
• Q m-i. ” r W m j — 
/V^c nl In/iA nppy? >Y3cf hdL'Lj' 
^ ^ ^ 
• • s I I I 1 1 1 t i l * 8 » S « « “ ‘ “ 
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Starberry's HWT 1 - Outline 
/ ^ . 7 k Oa. J 
IImA ( ..zt' 
• ‘ * * “ • • • • •/ • • * • • s • . • . . ’ • • • • • 
l^nn^^ri/r^^l / f h Cnl\r^ pv-nni^^. 
rhoOSThjlfOhyrili ':\Airirlp ’ f “ in rJ Ufnrl ^JHnd 
' S clh \jr)\n\A hzvZ hefiu pM^^U ryi nj-hoh 
h r c ~ 
- Is h^nrku<:€ c W In^/^ tr. n gypai^ / 
o 
. pvr crhfynl ;>1” c k l 4k . 
. . ‘ 
I V/hij t____fh(S__Tjoplc^ 
0 \(\\a-i pK> ; ;. , _ _ • W ’ -ikm. . 
r - H ^ H t , yy^ J ^ 
, , jnres'^iAir-^ 
. . ! _ 
1 1/hU -f n ^ J^mWyinC 
'Jyv, 1X raV) j^Jp 4hi\Y rki Idm/ in Qnhe . 
- ar^_'fri)poyia vi'f> Y^n . -
U ^i^CITV.^ > ^ 
Lj 
Z 
: 2 S S • • • • • • • • • • • . . I • • • J , ^ . • 
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Starberry's HWT 1 - Written text (First draft) 
V/V>(VV^^ I__rfW rlvJ-l. ) p., / . Co. W-/ 
- - - - - ' • ---•-STMrf^VilC ^jll^i ^ ^ ^ ^ ^ i^uL , 
OlJ rb^——I :i.'. q _ : / ^ / i ^ p f ^ ^ ' 7 . 
-r 
< izcU4 I m fo ,.> f d in , trspTf 
“ - ~ t j ••• ^ ^ ....-' ....:., 
, J : - — ^ 
——-i^ - j I A——f^^ K W^f-fu ^ — “ ^ •-. 
~^ —cV (D -f-fAh V pyr^ 
j > hyir^ ‘ “ I Utp , : I M ! ^ . 7 n A L 7) , ^ V 7 ‘ T^ •. 
^ —~^~~ p-_SMiir ;: :.. … “ … 
if Toh < — ‘ ^ 4 ^ • • v ‘ ( uj. r r f , 
- 1 
Mr> , I , hoQi Tn Z/i/ig ikov^ p^-^A . On I ilifz-^k 
K^pt^ ,, ' /<r J ^ r U / ( r^'ain Odivl -Lnl]. 
—— j z — ^ . n~~, i^okri 7 0 a lAm. . 
/ o c _ _ _ ^ _ _ _ _ J . ‘ : ~ ~ ~ 
, V v^r) . , > 0 hiy i) CViA^ I f i i z P^MPJ^J C ‘ . 
/ ^x “ ; 
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Date • • 
, , j ) v n l J . C H f p c r y W 
. ^ ( ^n-riVer io ^ oM-^ 
/ • r - . ^ , ;: 
‘ ‘ — ~ 
_ .• — •” . , . •. . ..• --•>• , .. • ^ 
• • , J , . . . 
. 1 . V ( ; “ V A 
- - (jUitib^ad Lf ipdsu^ (^j^h^pj f 
g 7 Q ‘ - -… ... QaaXI^CJ 
tnAs TdoA Jirty trvJ. CcWT^ic^ “ -
- .- - ,• 
, • ‘ ~J K • .j-jY^ v^Vs^ t^  • 
\ 
- “ l.>>‘.>^(v v"-,V:;V ' - -"^Y '} ’ ..A"' :".. ' - . 
: . ‘ - '• '• ‘ - •  - - ^ , 
•• • ‘ ""“ ‘ “ 
— • ' -•••- . -•.•- . - , “ -.....) ….--. .„- .. . \ . ,. . - . ‘ - ……• ‘ 
H ^  
i ,f ^ . 
i- ••' • .., ‘ -j • 
> 
f 
"V , / 
^ 
. • • • • . • • . . . . . • 
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Starberry's HWT 1 Review sheets 
, . i 
, Reader-Writer Response 
Essay title: S / u^Cew/"^ ‘ 
Review Date: ( ^ f f ^ ^ / 
‘ . . . . . . ‘ 
, .•‘. . . . . . . . • j 
Writer: / j 
. . ~ / . I 
. . . . . . . j i 
1.. A^ich ques^n on the Review Sheet would you like your reviewer to answer? / I 
VPyh nQYPP.yr^R^h_________U- I 
2. Is there something else you would like to ask about? If so, please write it in the 
a r^ /0> ^ ^ . gfe^ ^ ^ ^Sri^ 4 ^ 
. . , . . . . . . . . • .. - ‘ .. . 
. • . . . . - ‘ , 
. . . . . . . . . . — — . . . + • •• , ‘ . . • • . . . : . . . . . •‘ • 
• . . . . . . . • - • • . . — — • • ‘ . . - . . . , 
. .•. ._ • ••:. • - . — — . . . . •+ . . . . . • ._ . • : . . . . . . . . . . 
'•• • . . ' • - . • . • • •• • • . • - ’ . . . . , . . •. • . 
‘,•• . • . . • . . . . . . - . : . . . : . . - . . . . . . . . . . . ... • - . 
Reader: Complete the following statements specifically, 
.." . . . . . • + / • •• . . , . . . , . . ‘ .. • . • . . , 
. . . • . . • . • . . . " • • • . . . . ‘ . . • . . ‘•-... . . - . . . . . : . . • . . . - . . . . 
. . • • / - . • • • . •• . . . . . . 
. . . . . . ' . - . . . . . . • • • • . . . - . . . . - • . 
1. The best part of the essay is ^Hjl y X u ^ d'UJ'^i^^^a^ \ 
, ( T T ^ a ^ (M ^^ tn/v A i ^ f _ ' h . ‘ crw fVf^ -fqp^t 
• •• • • . • „ . • • • • : . , • : . “ ..• •• . . . . • • •• - • 
2. After reading the essay, my first impression was m w hr-jt^ 
oi/^^it^JfX/vo "h^ ^UMJ Ofp^jL^;^^ fo 
• ^ ― ~ 
• • . ‘ 
.. • . , ‘ 
•‘ • •• - •- • .. ‘ • .... y: . . . •• • 
3. One experience or idea I have that is simil^ to the writer's is 
• .. . . : ., ; • .•••• . . •  ‘ ' . • / • . •• • .... : - • •"" « • - i 
4. One suggestion I want to make to improve the essay is ^ ^ i f / / O ^ u ^ f, | 
. I -h itn> • • • I 
TioUa^ p^jf Jt^ft^^^. lyuy^ -h (A^ I 
P\ tA^t^ ^^ Cijv-t^ K'vJc^  '-^ U^CVv^ O^  , 
lO- yK/ ^t^T. 
. . • / . . . . . . . . . 1 
. . • - . • . . - . . • . • • • • • —— 
. . . . • . . ... 
- • • . . . - .. . . . . . • + •-• • . • . . . - . ‘ . • . . . . - • .——. , • • . ,+ . : 
• . , • • .. • . . . - . . ; ' ••• . . . , . . — — . . • . . 
• . ‘ • 
259 
Appendix Q (cont'd) 
Review Sheet I 
Essay title: " ^ 
Review Date: /(^ , 
1. What is the subject/topic of the essay? 
_ P I ( ; — - ^ ’ “ ‘ 
• 
2. What is the writer's aim or purpose in writing about this subject, and how in the i 
essay does s/he reveal that aim or purpose to the reader? 
——A, _ _ ^ y r u / ^ c w " ‘ I 
• • • I 
3. Make two positive comments about the essay. What are its strengths? 
- C _ • 
4. Describe any areas that need to bestrengthened in the areas listed below. 
(^Thesis statement ‘ “ 
^g^evelopment and supporting ideas 
^ O v e r a l l organization: introduction, middle, conclusion | 
( Style and expression 
^ G r a m m a ^ d mechanics (e.g., sentence structure, punctuation^ usage and j 
5. Consider th^tro^^t^ paAg^apC^oes'tfie^ter state his or her thesis? 
Yes • No 
I 
If yes, could the thesis be stated more effectively and clearly? 
Yes V No 
- — R a t e the interest level of the essay 
on a scale from 1 to 5 (1 = boring; 5 ^fasanaSn"^. — —• " ——"• -
1 2 — 3 >/ 4 — 5 — 
7. Does the writer choose details that are most important - those that relate directly 
and have real significance to the thesis? 
Yes / No — 
8. How would you rate the organization of the writing? Rate the organization of the 
essay on a scale from 1 to 5 (1 = needs improvement; 5 = outstanding). 
1 — 2 j _ 3 — 4 5 
9. How would you rate the content of the writing? Rate the content of the essay on a 
scale from 1 to 5 (1 = needs improvement; 5 = outstanding) 
1 — 3 4 — 5 — 
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10. Analyze each paragraph as being either narration or exposition; also comment 
briefly on the appropriateness of the organization of exposition and narration in 
the essay. 
/ kAy^^^iO^ . 
V ^ - K^WvT?^ 
^ Ij^ . 
"• . . . -
~ — ~ . • - , . 
‘ - . . • • 
11. What specific details in the essay should be clarified and elaborated? 
\J^ o^ (idf^ Aifvd- "hj tjr^Jh^rt fTj^.^h^ ‘0 | 
_ ^ ^ 'vi__ f ^ , C^ytrTJ-^" “ 
_ y W _ _ • -jtH^^_^_^_^ y^i\/? a^ “X/,,, , • 
_ I H P_It ^ h A ^ ^ ^ _ H ^ U ^ ^.^ , 
r / M ^ y ^ Oicp^At'i^u^ io ^^rir^^ — — 
12. Suggest ways that may improve the effectiveness for the areas mentioned in V 
Question 4. Record the comments and suggestions as specific as possible. \ 
h^jMyri^^^ ^ 1 - \ i 
A/^oul/^ ^ut i^aC /jOLjT^ y r i'Ka^ b^ 'UKji^ t^  \ I 
Sij^AJsdM__ byvs kJi^ “ — M aC^ yoT^  rwu 7 \ | 
__ ^T^w——g^A i^Wr^ , ^_hMj^__y^v^ ;> , r ~ " . T v t « , 
^ ^ _ +,… _ T u n n / h i ^ Uro A " 
h^f i'hitn^^__/V ^ Is • . i^T^ ^^ ^J^ \ 
_ ifW i^W “ f f f z (Jf- Ch^MjUyjn , jPAJL^-u^ . e - • \ 
p “ ^^^ JAi^ txvoP “ Uu^fk^ IfLut^ j 
/ 13. Additional comments: 
: : : . . 
• • . • . 
• . ‘ 
A , r ^ j ^ “ / " , ^ ^ j 
• ' . . . . • . . 
((^ Qwyju/i ~ Vix/y - Vvt^  yuU^LCUf . 
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. • • ‘ . … • • . + 
" . . . 
Response to the Reviewer 
Essay title: _ 
Response date: /& -- / p > 0 0 j | 
.1.:: L a ^ e with the following comments that tha reviewer made. _ ^ | 
t t fc i m / / • 
m \ 
• - ‘ . . • . 
. . • ‘ ] . :’ . . . ; . . . . , . . . • '• , ' . • 
3. jas^e t^ eM6Wiii dommeiitsthatthe'ibvieweriuade.'AiJ^ “ -
... • • . . . . • * 
• • . • • V V “ • • '. • • . • .. . . . . * “ ‘ . _ I I •!— 
• ... .. .> ,. • . . . . • , . / . 
• • . - _. . _ . • •‘ • ‘ - • • 
4. r think ! need the most help improving the following (You can circle more than one 
• ^s^^besis* St tement; I need a clearer thesis statement to identify my subject | 
(b) Introduction; I need to make the introduction more interesting 
(c) Transitions between paragraphs; Ineed better transitions to enhance cohesion of 
ynt^eessay. | 
{4 Content; I need to add more details relate directly and have real significance to 
^ the thesis. ~ " ^ 
J^Cbhtent ; I' need to. add (pre examples and dialogues. ^ 
(^Vocabulaiy; I need taavoid redundaiicy. j 
^^l^^ocabulaiy; I need to use mpre vivid vocabularies • ) 
\ to^rammar and mechanics; I find the grammar is weak. i 
•Z ^Coi^clusion;. I need a more interesting condusion. 
(j) CoriGlusipii?-I.need a conclusion that is more directly related to the thesis 
(k) Others, please specify . • . 
. / . • . 
• - • • • •- . ' . 
. • •• . : . . . - , . . . . ‘ • • 
. … - ——…———— ― ... , ‘ . 
-- • _.... 
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Starberry's HWT 1 Written text (Final draft) 
W w l n . ^ I 
• . / Hrv^U^ 
‘ r h v r L j : I “ K" pvp . • mi- n I, klrhfh . 
nuo ^r^ W^f.cc^ iiiP y^km rl , -fLln 
—p ’ 1 <ul r i r lp . I / ) UrUvrf / / r^/^ 
wi ld ' . pK^c^MV-^ ( W . L " ’ f p 4k >^0 fc 
I • 
-frnpJr. , l^nnp CVTn nl\/ I j ? >: (^rlnit p^U 
erf , /?i < fr ^-iuJeyus. hi\A<( -tVf^ . 'exa\^ • 
cfurlfiiJc -Hnl^ik 
7 / v^i^n^/gyit Alhygc , wtTM^ WiJph'f^ -ieipl ihni a fhonra 
. 1 -jlp Mii-y. Jhrl -fM^f rtlP . Ah ‘ Ts \a 
J 
4lvo fe L j -tn J ‘ j u T n • t A ^ 
— • f i f ' l , /jnn … Unu V <// ” .L W f l " 
"^"^rok^riL , diJ^vik -k-^^li/ - <"1 • c TnYPvit d o " l ^ k 
J u ^ 
ui-fln i^tMj^ al^oiAi h '>nl[A'tuy<f I —J^S^iILM 
p^ygy^k C^j '' A,fO ^ I ]na\}p yyi^y^i.j i .<\rsyl<f 0 rlo ‘ " nTi^f, 
‘ … d : U f f u W ; r i 
T<r -pKTOWo -tlio'lv ^'gynl}^ , J)yohlfhi ^^huj__ 
f -f kj?^ h rp? jy^y^hi rn^ 4 t ‘ "l^lA 
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Date • • 
\ , t . . • • -S S 3 S • • S S • • • • • • —• • ^ . • 5 
U ‘ 
^nd . /(/ ( _ _ a l l _ J ^ M ^ / ,?< ikpjj mn Voh^ i>/ " 
^Yipyyl : • j ^ v ^ w / (Yrr) je 0 >-v 7LxtWc Vn h , 
~~I • • • • / o' 
py^ h rl }n, p)f"h Tin q I. 
ijsi. Uij. ViQ-fy / ^ s t > K Dper pr• C / / . h )rl. 
f^ —i^Vvirk , • Tvg, -rP rLynV (yx^avH -tc. n 
Up LA CZfkj——4£Li_ 
U . "Pwk -
{j 
/Al l K / Cojy 
^ . I /) t • … l y z r - r - y ^ …7 k ' A , I i k v n k 
_ YnL “ A -fh/^^ I h^w^ ^ h j V-e 
Oy- pVb b^f . ./ow^ 
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Starberry's HWT 2 _ List of key ideas 
. . h 4 . J 1 • 
I M 4 m h n ^ h ^ U y cr 'r7vj ^ i ^ j L . 
— _ _ _ a h _ _ r n ^ p^h/hf? J 
_ ‘ CO_ . 
_ _ - - 7-i_^pr/ t o _ _ f 
_ (y^jh/__I hot.I //,., i v j j … —riO—aW) 
_ hl^ /AJIV- l^-y^r-^ gj^ I jQn • 
, " ‘ , “ S r ^ ^ ‘ 
Z ^ ^ C 
, f l g c ^ _ _ h i m A _ _ i M C y L4i<7 : , , 
jJ 
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Starberry's HWT 2 - Outline 
To/) I 
/ W 
( ^ " z g i-v ^ 
—f p p vi !• si ‘ U 
— — — ^ — — . — 
- •.Il_.l ‘l_ t!" “ ‘ '"'"^“ “ “ j . ^ ^  ‘ ‘‘ .. _. - . ‘ ‘ ‘  ‘ “ . “"‘ II . . ‘ ".ri'Tr'inir •,—„ .••. •- ... . “ “ • “ -I" “‘ “ • 1  II — 
I AS j u M^^Xn. % f . pi^V-HlK^fVift 
d n I { T ^ ^ ^ o W f i -
: - ~ I ^ - f t i i / 
— ^ t . W - T Huct i W r L ^ ^ L A 
……-.•_ — “ I I ‘ ‘ 
* ‘ 1 t t r _ _ _ _ • > f • • « • • j 
266 
Appendix Q (cont'd) 
Starberry's HWT 2 - Written text (First draft) 
U O h i k g Imk If -
I J raPi. “ — h -
I ^ rJ , “ i j . … -
/ i j k i ? ’ / ^ ,P p n p M U ^ J h Jap i i J^ •~— ^^^ f A^ ―― 
_ f / f t f -fWh/i u^A VYiiAcj^ . <Q p r / t t ^ y i 
c WVM , e "Unv 
•_‘ . J,:.,.—+, , - , , • : : , I . — - . — — ^ ^ ^ r:. - - - ‘ ^ ^ ^ 
, C l ^ ^ l n ^ ^ TA79 T< ^ o 
— , ‘ . — 
I hl<fp T r A j _ < ?rt _ U i f y i t ’ 
——‘ • ——r 
“ v ^ ) ’ <pnuv , “ ? ‘ K p A C ^ j f a ^ 
“(7^^ ^ j 
^ — 
V 
"^p^pj -to kMr , fhl^__Yrv^h^ M n_ 
v w — — ; ^ - - — — Y 
A … h n v v ^ ^hrl Tc rliWir\ ^If , • 
l/\ 0 Acvvf J J 
\J 
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Starberry's HWT 2 Review sheets 
Reader-Writer Response 
Essay title: (V, 
Review Date: j / U , fi> - A ^ 
Writgp 
1. Which question on the Review Sheet would you like your reviewer to answer? | 
‘ j 
2. Is there something else you would like to ask about? If so, please write it in the 
space below. 
Hgadfir Complete the following statements specifically, 
1. The best part ofthe essay is ^ P x : 
~ ~ ^ _ _ _ 1 • “ J 
gK^ . 
After reading the essay, my first impression was J w i ^ P H ^ 
C ^ , ’ J ^ “ 
” , —— ^  — “ f f ) . 
A t ' Y , — — j h ' / _ , … 7 I ’ , y — . 
3. One experience or idea l have that is similar to the writer's is g•^  z 
4. One suggestion I want to make to improve the essay is Q j ^ u ^ u / 
, ’ " — — ~ * _ - … ' , ” 
i 
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Review Sheet 
Essay title: ^ ^ - d f v ^ 
Review Date: A w , f J-cr^r^ 
1. What is the subject/topic of the essay? 
2. What is the writer's aim or purpose in writing about this subject, and how in the 
essay does s/he reveal that aim or purpose to the reader? 
3. Make two positive comments about the essay. What are its strengths? 
4. Describe any areas that need to be strengthened in the areas listed below. 
Thesis statement 
)Development and supporting ideas 
(c) Overall organization: introduction, middle, conclusion 
(d) Style and expression 
• j 
Grammar and mechanics (e.g.’ sentence structure, punctuation, usage and 
spelling) 
-S^Consider the intrnductoiy-paragraplv doeslhejariter stateJhisiJtiierthesis?— _ 
Yes v/No I 
i I 
• , 
If yes, could t h ^ e s i s be stated more effectively and clearly? 
Yes i / N o — 
I 
6. How interesting is the introduction of the essay? Rate the interest level of the essay 
on a scale from 1 to 5 (1 = boring; 5 = fascinating). 
1 2 — 3 ^ 4 5 
7. Does the writer choose details that are most important - those that relate directly 
and have real significance to the thesis? 
Yes — No ^ 
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8. How would you rate the organization of the writing? Rate the organization of the 
essay on a scale from 1 to 5 (1 = needs improvement; 5 = outstanding). 
1 — 2 3 v / 4 — 5 — 
9. How would you rate the content of the writing? Rate the content of the essay on a 
scale from 1 to 5 (1 = needs improvement; 5 = outstanding). 
1 — 2 j Z 3 — 4 — 5 — 
10. Analyze each paragraph as being either narration or exposition; also comment 
briefly on the appropriateness of the organization of exposition and narration in 
the essay. 
11. What specific details in the essay should be clarified and elaborated? 
I I 
12. Suggest ways that may improve the effectiveness for the areas mentioned in i 





13. Additional comments: 
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Response to the Reviewer 
0 
Essay title: 4 /? \ /nVn f J^Oj? r ^ . , . 
Response date: U ( ^ ^ o n 






— ——— 1 
I 
1 
2- The changes that I plan to make in response to the reviewer's comments: 
i 
“ — i 
i 
3.1 disagree with the following comments that the reviewer made: 
i I 
4.1 think I need the most help improving the following (You can circle more than one i 
item): _ I 
^ ^ T h e s i s statement; I need a clearer thesis statement to identify my subject. 
(^Untroduction; I need to make the introduction more interesting. 
^Trans i t ions between paragraphs; I need better transitions to enhance cohesion of 
the essay. i 
\ ^ C o n t e n t ; I need to add more details relate directly and have real significance to | 
the thesis. 
(e) Content; I need to add more examples and dialogues. | 
(^^^^jyocabulary; I need to avoid redundancy. | 
l^^ocabulary; I need to use more vivid vocabularies. _ 
€ a n i m a r and mechanics; I find the grammar is weak. | 
nclusion; I need a more interesting conclusion. | 
nclusion; I need a conclusion that is more directly related to the thesis, 
(k) Others, please specify 
{ 
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Starberry's HWT 2 - Written text (Final draft) 
klvVtVa o^lL'll . Xool 
i, (^  . ( i ^ M T f r f / • g o p . . ^ . . , . 
I u J \ J ^ J^ \ .... ;;^  ••‘ 
: ^ j W f l "fv A. J ^ I . ,^/ U h rJ of . 
L ^ - — — _ J ^ 
‘ _ fjiJ v m | D p k 2 v 
__ ^ - ‘ .. -. - . … . . I (J ^ 
"•‘ . - - - k ^ • ••. • . "•'^'U- . 
I 0 ^ . . . 1 . — . : . - ^ 
^QViy , b )flvHt k ioo y^na,^ , Vfv^ U€ll I ''Hi' 
^]Am< T w M u d / ? "fkgVh I n Mnm^ f . , . i ... 
V t “ ’ ik / 
• J “ / U 
h i M ^ Avid ^ jfiily - • . aI^Qujlo-t, i 
— . jU&h , I rollMprI -j^fly mier^ ‘ ^V vrd^ 
^ i. ^ ^ 
Mv- T- , U A jyin^ …/ vc 7c c fvj^^hWe I 
— ^ M — ~ ……I - — 
: ? a t o l r L ^ " . 
^ ^ y 
I J J ^ J 
Jkirl- j h.( W^r^ha . 1 _ _ _ i g / ;,J/1 clrUrnVi^^n^ ^^A C' I ULU 
] ^ J 
h w i ‘ •C. /• boLvi . b f c i c i . . y y h r r i h j u . Mi--‘ 
U I I J 
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Agnes's writing journal 3 - Reflection on HWT 1 September 23 01 
~ ~ ‘ — ‘ ” — ‘ — — ‘ — ‘ • • — ‘ — . — . — . — I — , — , — , — , — , — , 
"Kx-V^ I] gu loo k a h k -jc y^c bpu l^a^e "h^o 
j/'KH [ ‘1 M^ve , A (-tit- DVLiJ “ I am l Pi ^ 0 I fU^ oj thji. q 
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I )z oi 1 iM > w r f. t e aii t^  ahd, w , 11 gt^v h ^t^ t r ^ 
v-^Y I‘“ ; X 6ildH "f tv w f t-0 i r i n r'} ^" 
^^Tftf-y X fti.st 1 WKD f e n v.gc.A LA-r-, g f p 
tH 1 Vi^Y'g kt Kjg^gA iiA ‘ to {'hy ( • f -
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M R 0 ht LM-u ht . X + h f i^t g h T .“"3 J t ^ ' f s 'h o f c t-e a fi^Z^"^ 
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I c U 0 > /o 4 , A R4 i f-t? cJ fo H . 
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Vi iU x^ fi / d i S / iv K —— 
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• .  • . 1,1  … • L - J 4.‘ , 
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Agnes's writing joumal2 - Reflection on SWT 1 September 20, 01 
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Agnes's writing journal 3 - Reflection on HWT 1 September 23 01 
. . : h “ . yOi 3 “ “ . j ) I y { J V ^ . t t d f f fcu/f, -' Iki r^ - " “ t < “ 
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Agnes's writing journal 3 - Reflection on HWT 1 September 23 01 
y , s 1 1 1 1 1 »J 1 1 ‘ ‘ ‘ ‘ ‘ ‘ ^~‘ ‘~. ‘ • , • ‘ ‘ ‘ » ‘ . 
7 U (>1 Jc .tilt / ^  0 i/ ^ i} c» c l« i ‘ f T ^ k I ^'^JLcc'^ I D 
• • A.….••^  •^  
of -{ i VnJ F ijf ^lA i I pQ i ^ fs 1 h r … 
. f „. „• ^ .1 . . . - … … • A ^ ^ II … • • ^ — ‘ • 
I-IOC^M To \M r a I a f t g ,AftA— i at , ,_. f>r{ i. r x. 
T/g-H 1/ 'TT ^I'rX•” iv”f<:T Q c "JTTfT [ - -
V| 01, M j I . ^ t ^ t of —( 0 V f t^^^Xf f ! H 
, ^ t i I t - t { . p jvpj?c / , f • ) — f - h : . . f x . 77 
A l \ e C'Y h gf Vv a t t; c^  U^  g . I —‘ I ’ “ d L , : 
( ^ q f , f f … . ( f { .“ I , I 0 t^vc y-^  vi^.iv : t , ( <:.','.="/ 
7 t H mL k k 0 W Li “ A t S l^ v I c? L'-' a h ' t-f < ―^ “ “ ( 
. - - I — - — " • " • — r - - - i..,ii. II.I I..".III. • • • ‘ • , , ,, i i n — — • • iiini j f 
fv^vvx Ha V - Kt —S f^  yv^  tce _ • 
t Tl”>ik f ti r 1 n .p p t 3 ( a M “5 h l/vrrrf q £V . ..j 
{ “• A” ]. le( A i c i f J^— P^-1 * 1 .nvn A f j t) t? d CU “ jf -
ke-c-^ f i 0 p t Ic.r ( (n f, : ^ 11 . A-fr^ r t k a t. tt …‘ […h ( tA 
K£ r S i A K ^ ^ f ( ri-u^ , … r ^ w i/vr," y Q-V^y " i 
f- i . , M d s f c/ (m H 4 ” A. f - ' i : — 
— _ - • , — - - - . — •• • - . • • • • . . - • • • . • • • - • _ , . - • • » , . • • . - - —^-' - ― — - - •••'• —‘ • ‘ “ — ~ “ 
t __._. f . 2 . J £ • I * • « • t . . »,, I > ’ , • • , 2 • 
278 
Appendix R (cont'd) 
Agnes's writing journal 3 - Reflection on HWT 1 September 23 01 
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Agnes's retrospective report 1 (Transcript) October 27, 01 
This composition was about a person who I know personally and his/ her importance 
to me. I decided to choose Mother Theresa as the subject for my writing. I was 
triggered by a TV program which I watched in the religion education lesson at school. 
Actually, the program was conducted in Cantonese, and thus it was quite difficult for 
me to translate the content from Cantonese to English in my writing. On the other 
hand, I was much inspired by the program and that's why I decided to write 
something about Mother Theresa for this task. 
In the first paragraph, I described the dominant impression of the subject Mother 
Theresa. However, apart from some simple words such as "old" and "thin", I 
couldn't think of any other detailed adjectives to describe her. For the second 
paragraph, I wanted to describe the place where Mother Theresa served. It was a 
place of poor and disaster. It reflected how great Mother Theresa's work was as she 
was willing to contribute herself in such a miserable place. The third paragraph was 
a continuum to the second paragraph as it was about the daily work of Mother 
Theresa. In fact, there were many concrete things that I should include in this 
paragraph; however, I didn't know how to write them in English. Hence, I skipped 
some of them that might be rich for the content itself. For example, I was going to 
write about an interview of Mother Theresa which I thought was a vivid example to 
show her character. Nevertheless, I didn't know the English word for "interview". 
As a result, I skipped that part and wrote other things else. I still remembered what 
she said in the interview, "The opposite of Love is not Hatred but Indifference”. 
Once again, I didn't know how to say "indifference" and I just used another phrase 
which might distort the original meaning. Also, I intended to say Mother Theresa's 
saying is respectable. However, I didn't know how to express it appropriately, and 
thus I substituted it by a phrase “I thought her words were right". I found it weird 
and inappropriate for my writing. 
In fact. Mother Theresa was passed away one year ago and I watched the program 
last week. I made up the sequence of the event by myself. For instance, I 
described the news of her death by my imagination in the last paragraph. I thought 
the last paragraph was fine and I was quite satisfied with the ending. 
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Agnes's retrospective report 2 (Transcript) November 5 01 
The essays (first and second drafts) were done at home during mid-nights. It was 
very quiet as every one in my house was sleeping. The writing environment did no 
particular influence on my writing since I was able to concentrate on my work as 
long as the surrounding was quiet. 
I found it easier to handle this writing topic than the previous one. I could think of 
many ideas to write in the essay. Perhaps, the content was based on the TV 
program that provided me with the ready ideas for the essay. In general, I was 
satisfied with my performance in this essay. I thought the best part written was the 
first paragraph which arouse readers' interest in the main theme of the essay. 
However, I should have included more concrete examples for other paragraphs. 
When I did the second draft, I paid more attention to the spelling of vocabulary and 
sentence structure as Carol discussed with me in the review sessions. I found the 
review sheets quite helpful as they provided me with clearer ideas on what areas I 
should make improvement. 
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Starberry's retrospective report 1 (Transcript) November 29 01 
I think these two compositions were not good enough. Actually, they were of poor 
quality. It was because I didn't know how to write as there was no concrete writing 
plan/ guideline to follow. Moreover, I was too lazy to write at home and I didn't 
know why I just fell asleep whenever I got started to write. As a result, I could only 
have my writings completed just before I met Carol for the tutorial sessions. 
Everything was done in a rush, and bad quality resulted. I thought I relied on Carol 
for her review on my writings. Sometimes, I would just leave the difficult 
vocabulary blank and wait for Carol's suggestions. 
Besides, I find it difficult to write without writing plans provided. The teacher in 
school provides us with detailed writing plans. It is much easier to write as I only 
need to follow the suggested formats and use the vocabulary/ expressions provided. 
I can write better and faster with this practice. For home writing tasks, I have to 
come up with the ideas in Chinese first, and then translate them into English. It is 
more difficult for me. 
Furthermore, as it's getting cold these days and I prefer staying on the bed rather 
than writing the compositions. And the writing type (expressive aim writing) given 
by Carol is different from what I usually do in school. It is the first time I write on 
these writing topics. This makes it more challenging to write about. 
I always think that I can make some improvements to my writing skills some day 
later. However, I have no idea on the concrete solution. I'll talk more about this 
next time. It is much so for the report today. 
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Starberry's retrospective report 2 (Transcript) December 8 01 
I find the writing topics given by Carol quite special. She asks me to generate and 
develop ideas by myself which needs much creativity. It is very different from the 
school writing tasks which many writing samples (model essays) are provided for 
reference. What I should do is just copying and modifying the samples by adding 
the ideas suggested by the teacher. I can get good marks for my compositions and it 
is almost impossible to fail at all. Moreover, Carol asks me to write a list of key 
ideas and an outline before I start writing. I find it very time-consuming and 
troublesome to get prepared to write. 
Besides, there are too many distractions at home that divert my attention. For 
example, sound of television^ disturbance of ICQ, having snacks, etc. My mother 
would also ask me to do some housework while I am writing. Worse still, my elder 
sister always teases at my poor writing which was rather discouraging and also 
lowers my motivation to write. The baby cries of my neighbors also distracts me 
from concentrating on the composing processes. In a word, if there has been 
nobody around, I could have done my compositions with more concentration. 
After I have been promoted to Form 4 there is so much homework and tests that I 
have no spare time for writing. Moreover, it seems that I can't get my 
concentration at home as I am easily be occupied by other things such as telephone 
conversation. When I do the first writing task, I have ever left the writing behind 
and talked in the phone for several hours. After getting back to the writing, I have 
already lost my flow of thoughts. It is very difficult to pay the attention on a single 
task as there are too many things around me. 
As I have mentioned before, I would simply copy the writing samples and add some 
new ideas of my own for the school writing tasks. By doing so, I am able to get 
quite satisfactory marks for the compositions. I don't need to put much effort to the 
process. I think teacher's writing plans contribute a lot to the quality of the final 
products. I find the writing plans very helpful in developing my own writing. On 
the other hand, I also worry about whether I can do the writing by myself in the 
examinations, especially for the HKCEE. Only one and a half years later, then I 
will sit for the HKCEE. I just doubt if I can handle the writing paper without 
teacher's writing guidelines. Anyway, as my teacher always comforts the class that 
there is still enough time for us to train up ourselves in writing. I think I shouldn't 
worry too much at this moment. 
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In fact, the approach of the home writing tasks given in the tutorials is able to 
enhance my awareness to composing. More importantly, Carol helps me to come 
across many vocabulary and expressions that I find helpful for the revision. I would 
like to suggest Carol providing me with a list of useful vocabulary before I start to 
write, like what my teacher does in the school writing tasks. Without the provided 
vocabulary, I find it more difficult to express my meanings. I have once talked with 
Carol that the writing environment does affect my composing processes a lot. I 
don't know whether I should define it as an inspiration; or it is simply the content of 
my writing. It is always influenced by the environment. I'd like to talk more 
about this with Carol. 
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Appendix T (cont'd) 
Agnes's pre-study interview (Transcript) 
Date: September 1,2001 
Time: 11:30am -12:00noon 
Interviewer: Carol Cheung (I) 
Interviewee: Agnes Tsui (A) 
I Hello, Anges. This interview is going to investigate the context of learning 
writing in your school. All of the interview questions are concerned with this 
topic. Let's start. Can you describe a typical English writing lesson at school? 
What do you usually do in a writing lesson? 
A: First of all, the teacher writes the topics on the blackboard, and then explains to 
the class. We will start writing after this. She usually spends 5-10 minutes 
on discussing the writing topics with us. She explains to us what do the 
writing topics mean and how can we tackle the topics. 
I What else does the teacher discuss with the class? 
A: She also highlights the key words in the writing topics and reminds us to pay 
attention to before we start writing. 
I Do you have any planning before you start to write? 
A: No. I start writing without detailed planning, or say, an outline. I write as I _ 
think. Nevertheless, the teacher sometimes asks us to write a list of main ideas 
after going through the topics with us. For instance, we are required to jot 
down the brief arguments for both sides, pros and cons, before we write an 
argumentative writing. We usually do this individually but not discussing with 
the classmates. We won't discuss with each other unless there are some 
difficult vocabulary that I don't know how to spell. I sometimes find it hard to 
express my meaning with suitable words, then I would ask my fellows. 
I How do you come up with the ideas for the topics? 
A: If I have had such experience of my own, I can write smoothly with a lot of 
ideas; otherwise, it's hard to think of any interesting ideas to write. 
I: Does it mean that you prefer writing personal experience? 
A: I think so. For example, writing about the electric power failure. Besides, I 
have once written an argumentative writing about the role of computers . •. can 
computers substitute the role of teachers, so on and so forth. I find it easier to 
write on these topics and I can have plenty of ideas to write. 
I Okay, how many writing lessons do you have in a typical teaching-cycle? 
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A: We have a double-period writing lesson in alternative teaching-cycle. 
I How many compositions are assigned in an academic semester? 
A: Around 7-8 compositions. 
I How long does a writing lesson last? 
A: Around two hours. 
I: Can you finish your compositions within two hours? 
A: Generally speaking, I can finish my writings and hand them in to the teacher 
within the time limit. 
I How would you describe the writing topics usually given by the teacher? Are 
they interesting to you? 
A: They are quite interesting and I like writing on them. Of course, there are also 
boring topics that I have no idea what should I write, such as those I am not 
familiar with the theme ... those I haven't experienced before. 
I Which kind of writing topics do you like? 
A: I'd prefer writing on the argumentative topics which I can think of many ideas. 
I As indicated in the questionnaire that you have done before, you don't agree 
that writing topics should be taken from HKCEE past papers? Is it right? 
A: Yes, it is because you won't have the same topics when you sit for the 
Certificate Examinations, I can hardly see any reason for doing the same topics 
again. As long as we are provided with the training in writing the same 
literary styles, or the same writing formats as those in HKCEE, that is fine for 
students. _ 
I: How many words do you need to produce for a composition? 
A: Above 300 words. 
I: How important do you think the length of a composition is? 
A: There seems to be unnecessary to limit the number of words for compositions. 
It is because many of us can write up to 400 - 500 words, even it is required to 
write around 300. It's quite meaningless to set the minimum number of words. 
I: Do you write more than the required number of words? 
A: Yes, I usually write around 400 words. I don't pay attention to the number of 
words but write whatever comes up to my mind, and stop writing when Fm 
miming out of interesting ideas. 
I: What do you think about writing in the lesson? Do you like this writing 
setting? 
A: To some extent, I like writing under this setting. It is because I have fellows 
sitting next to me, and I can seek help from them or the teacher immediately 
when I have difficulties in writing. However, there is time limit for the writing 
lessons. We are expected to finish the writings within the time given which 
may hinder the composing processes. 
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I: Does the writing environment affect your composing processes? 
A: It may be noisy around the classroom as there are classmates talking to each 
other or whispering. It makes me difficult to concentrate on my writing. 
I Do you like to write at home or write in school? 
A: I'd choose writing at home because I can find relevant materials from other 
sources ... I mean some reference books which facilitate the processes. More 
important is that there is no time limit for composing and I can take as much 
time as I need. I don't need to rush and it is possible for me to take my time. 
I How does the environment usually be when you are writing at home? 
A: I usually write in my room and it's very quiet around. If I have a problem 
when I am doing a composition at home, I'll ask my mother or look up at the 
dictionary. 
I How does this writing environment affect your composing processes? 
A: I can think of more ideas provided that the environment is quiet and 
comfortable. 
I Do you like to write by yourself or write with fellow students? 
A: I prefer writing on my own because there may be too many ideas given by 
different people. Everyone can have his/ her own ideas and it's hard to decide 
which ideas should be taken and which should be abandoned Moreover, 
different people can have different writing style and it is not an easy task to 
compromise with each other. That's why I find it not very useful for group 
idea-generating activities. 
I Have you ever done a composition with fellow students? 
A: No, I haven't done it before. 
I When you have finished composing, does your teacher give you time to revise 
your writings? 
A: Revision has been included within the double-period class. The teacher 
doesn't give extra time to us for doing the revision. 
I Then what do you do when you revise? 
A: I'll pay attention to the grammar ... such as tenses, articles and subject-verb 
agreements. Once I find that I have made these grammatical mistakes, I'll 
correct them right away. Nonetheless, I seldom pay attention to or modify the 
content of my writings. I will never rearrange the organisation either. It 
seems to be very troublesome and I don't have time. On the other hand, the 
teacher has tried once before that she underlines all the grammatical mistakes on 
our writings and then asks us to correct them by ourselves. We are required to 
do the second draft with the modification which is finally used for evaluation. 
I: What do you think of this practice? 
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A: I don't like this practice since it still concerns the language mechanics without 
paying attention to the composing processes. It is the same as the corrections 
we do in normal practice. Actually, the teacher would correct the mistakes for 
us as well and what we have to do is copying the correct sentence once again. 
I: Do you find this practice helpful? 
A: I usually copy the sentences once without attending to the mistakes that I have 
made, and that's why I will make the same mistakes over and over again in my 
writings. Sometimes, I even find it boring to do the corrections in this way. 
I: What do you think is the teacher's criterion in evaluating a composition? 
A: The total mark is 30 ... half of it will be given to the language mechanics and 
the other half for the content. 
I: What marks do you usually get? 
A: Around 17-18 
I: How about the average marks for the whole class? 
A: Around 18. However, the students who get below 14 marks will be considered 
as fail. The teacher will pick up their grammatical mistakes and discuss with 
the whole class. She may also print the mistakes out and ask us to do proof-
reading. I think it's quite useful to me. 
I What kind of feedback does the teacher give when a composition is returned? 
A: The teacher gives brief comments to our compositions .. usually writes one or 
two words. 
I: Can you give me an example? 
A: For instance, if you use the wrong tenses for your compositions, the teacher 
would say "Tenses mess up"; and if you do not have appropriate paragraphing, 
she would say "No paragraph". 
I: Does it mean that the teacher gives comments on the weak areas of your 
writings? 
A: Yes. 
I: Does the teacher also give suggestions on how to improve the weak areas? 
A: I don't think so. On the other hand, she would also give positive comments on 
what we have done well in the compositions. For example, she would say 
"good organisation" and "interesting ending". 
I: How do you think of the positive and negative feedback? 
A: The comments given by the teacher can indicate the reason why do you get a 
low mark; and vice versa. 
I: Do you want to have individual meetings with the teacher discussing on your 
compositions? 
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A: No, I don't like doing so. I haven't tried this practice before; however, I can 
hardly see the advantages of having individual writing conference with the 
teacher. Let's say, if you have a bad content for your compositions, the teacher 
can help you little. I think it is useless to discuss with her after finished the 
writings. 
I: Then do you share your compositions with the classmates and give each other 
some comments? 
A: We seldom do so as I am used to compose and review by myself. I think this 
practice suits me. Perhaps I am not good at writing, and that's why I don't like 
sharing with other classmates. I'm afraid of being laughed at by them. 
I: What kind of problem do you usually have when you are doing a composition in 
the lesson? 
A: My major problem is time limit. If there is not enough time left as "rush hour” 
I'd muddle the writing through without paying attention to the accurate 
language use. Moreover, it may be very noisy in the class during the lesson 
which makes me difficult to concentrate on my writings. 
I: What else? 
A: I sometimes have difficulties in finding the suitable vocabulary to express my 
meaning. I will then skip the original meaning/ idea and write about other 
things. 
I The last question is what is your general opinion about the English writing at 
_ school? 
A: I suggest writing on topics about our own experience. Those imaginative 
topics are unrelated to our daily life and I find it very difficult to come up with 
many ideas for those topics. 
I Do you enjoy writing compositions? 
A: I don't enjoy English writing at all. It is because English is my second 
language and I always have difficulties in finding appropriate vocabulary and 
expressions to show my intended meaning. Unlike English writing, I can 
express quite smoothly in Chinese compositions. I can simply write what I 
think ... write whatever comes up to my mind. Moreover, I can write with 
some rhetorical skills in Chinese which is impossible for English writing. I 
like Chinese writing more than English because I can only write simple ideas in 
English. That's why I can't really enjoy the composing processes. 
I: Do you have any satisfaction after finished a composition? 
A: No, I really don't think I can get any satisfaction in composing. It's just like 
finish a piece of assignment. I seldom appreciate my own writing. In fact, I 
think writing is the most difficult one among the four language skills. It is a 
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complicated skill which involves many things like one's creativity, thinking, 
language use and content. 
I Do you have any suggestion for improving the existing practice of the English 
writing lesson at school? 
A: Teacher should introduce different literary styles which are more practical to 
daily communications such as formal letter, business letter, memo and so on. 
I It's near the end of our interview today, do you have any other opinion? 
A: That's all for my opinion. 
I: Thank you so much for your help. 
A: Not at all. 
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Starberry's pre-study interview (Transcript) 
Date: September 2, 2001 
Time: 10:30-11:45am 
Interviewer: Carol Cheung (I) 
Interviewee: Starberry Leung (S) 
I Good morning, Starberry. This interview is going to investigate the context of 
learning writing in your school. All of the interview questions are concerned 
with this topic. Let's start. Would you please describe a typical English 
writing lesson at school? 
S: Usually, at the beginning of the class, the teacher distributes some single-lined 
papers for us. The teacher will then ask us to refer to the textbook and there is 
a particular writing topic for each chapter. If there is no topic provided in the 
textbook, the teacher will give us other topics. For the writing topics in the 
textbook, the teacher will read them out and discuss the topics with us. 
Usually speaking the writing topic will tell us what kind of content should be 
included. And then, she talks about tenses, grammar and other language 
mechanics for which we have to pay attention to. Finally, we start writing on 
our own. 
I: What does the teacher do while you are writing in the lesson? 
S: She walks around the classroom and sees if the students have any writing 
problem. If I have a question, I'll go out and ask the teacher. When we finish 
the composition, we'll hand it in to the teacher and she will usually have a 
glance at what we are writing. She will also remind us to fill in the blanks 
where we have used the correction pen. 
I: How long does a writing lesson take? 
S: Usually one and a half hour. 
I I see. Then how many writing lessons do you have in a teaching-cycle? 
S: One lesson. Hum.. .that is a double lesson.. .totally one and a half hour. 
I: How many compositions are assigned in an academic year? 
S: Around twelve. 
I: Around twelve pieces of writing. Good. You've just mentioned that the 
writing topics are usually taken from the textbook, right? 
S: Yeah! 
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I: Then would you please give me some example of the writing topics? For 
example, is there any topic that you can remember most? 
S: Hum...I have one... the topic is about taking care of the elderly. Oh! No...I 
like the one that I've just written...it's about marine life. How would u live 
undersea. What will you do when you see a hippopotamus? I also like topics 
such as talking about UFO. If you are captured by the ET, what will you do on 
the planet with them? 
I How do you think about these topics? 
S: They are definitely difficult for me. 
I: How difficult? 
S: I don't know how to express my meaning. For example, I don't know how to 
write or describe being attacked by the ET. However, if I am writing in 
Chinese, it's much easier. I think the major problem is the vocabulary. 
I: Why do you think that writing topics concerning UFO and ET are the most 
interesting to you? 
S: It is because they are written from my imagination. I can write whatever 
comes up to my mind. It is easier to compose. Moreover, there are some 
ideas provided in the textbook which makes the writing much easier. 
I: That means you prefer doing imaginative writing, right? 
S: I think so. 
I: Then how about narrative writing? 
S: Narrative writing? Hum...it's not very difficult to me. However, when you do 
not have such experience, the writing becomes difficult. For example, I have 
never taken care of any elderly, so it's hard to think of any idea to write. If you 
ask me to write something about "flag day", I have write a lot to write as I have 
such as experience before. 
I That means if you are given narrative topics of your own experience, would it 
be easier for you to write? 
S: That's very good then! I can recall the experience and put it in my writing. 
I Generally speaking, do you like the writing topics given by the teacher? 
S: It all depends on whether I have ideas to write. If so, I love writing. 
I I see. Okay, I'd like to know your viewpoint about the length of a composition. 
How many words do you need to produce for a composition? 
S: Yes, there is a prescript number of words that we have to produce. Let me 
think... around 250 words for each composition. 
I Around 250 words. How important do you think the length of a composition 
is? 
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s That's fine for me. However, I may write up to 280-300 words for some of the 
topics. It is fluctuating and it depends on what is provided in the textbook. 
Unless there are many ideas and details provided in the suggested writing plan, I 
cannot write much. Like the one concerning marine life, I can write more than 
200 words. 
I Do you have any difficulty in meeting the word requirement? 
S: Surely, I have. If I do not meet the requirement even if I come to the end of 
my composition, I will force myself to write some redundant ideas. Those 
ideas are usually irrelevant to the topic. I should admit that all of them are out 
of the writing topic. As a result, I'll get a very low grade for the composition. 
I What do you think is the main reason for not meeting the word requirement? 
S: It is because I cannot think of many ideas. 
I: When does the situation happen? 
S: It usually happens for the first writing assignment at the beginning of the 
academic year. It seems that my writing ability will be lowered, let say, I 
become unskilled in writing after having a long summer vacation. 
I Okay, let's turn to another question. What do you think about writing at school? 
Do you like this writing setting? 
S: Not bad. 
I: Not bad? Can you explain? 
S: There is some noise around the classroom while we are writing. I like that 
writing environment rather than writing alone ... in a quiet place. I like 
discussing with my classmates and we would share the key ideas with each 
other. Sometime, I may simply copy the ideas from those of my classmates. 
I Does it mean that you prefer writing with fellow students to writing by your 
own? 
S: Yes. 
I What is/are the advantage(s) of having classmates to write with you? 
S: I think it is better for us to ask teacher questions. 
I: How? 
S: If I do the composition by myself I have to ask the teacher questions face to 
face. I'm afraid the teacher finds my question stupid... my teacher may 
consider it to be a simple question which I should not ask at all. For example, 
if I ask her the spelling of a simple word such as "understand",it's so 
embarrassing! (Hahaha. •.) It's such a simple word and how comes I don't 
know how to spell it! On the other hand, if there are other classmates working 
with me who don't know the answer neither, then we can ask the teacher 
together. It's less shameful! 
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I Let's me see .. • after you have finished a piece of composition and also handed 
in to you teacher, does your teacher give you time to revise the writing? 
S: Hum ... hum ...before handed it in? Usually speaking, she gives us some time 
to look it over before we hand in the compositions. She will also have a look 
and check it over for I, if I want. However, since there may be a line queuing 
up for handing in the compositions, I dare not to spend too much time in asking 
questions ... you know ...it may waste other people's time. 
I: You and your classmates hand in the composition one by one? In a queue? 
S: Hum ... not exactly. If I have finished the composition first, I can go out and 
hand it in to the teacher so that she helps me modify the writing and to correct 
the mistakes. For those who finish their composition first, the teacher would 
spend much time in revising their work. 
I: What do you usually do in revising your composition? 
S: We usually do the revision one teaching cycle later after finishing the 
composition. Sometimes, more than one teaching cycle. We should have 
double lessons for the revision . . .40 minutes each. However, the teacher 
would usually spend time on teaching the textbook before asking us to do the 
revision. As a result, we only have a single lesson for the revision ... 
sometimes, even less than 40 minutes. First of all, the teacher distributes the 
compositions and some pieces of blank paper to us. Then we copy what the 
teacher underlines . • • that is to write once again what the teacher has corrected 
for us. After correcting the mistakes, we would hand in the revised draft. 
I: What does the teacher usually underline? What kind of mistakes does she 
correct? 
S: She underlines the wrong usage of grammar, tenses, or sentence structure. She 
helps us to modify the sentences so as to express the meaning in a clearer way. 
It makes easier for others to understand what we want to say. 
I: Do you remember the accurate use of sentence structures suggested by the 
teacher and then make use of them in the next composition? 
S: Sometimes. It depends on whether I'm going to write the same topic. 
I: Do you remember what mistakes have you made and try to avoid making the 
same mistake in the future? 
S: Rarely. I usually make the same mistakes over and over again. Unless I have 
been provided with the portfolio of revising drafts, I can refer to the previous 
compositions and check for the mistakes. However, the teacher seldom gives 
it back to me she keeps the portfolio until the end of the academic year. 
I: Can you describe how do you feel about revising your writing? Is it helpful to 
you? 
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S: I don't think so. I want to finish the writing as soon as possible so that I can 
have my recess or lunch hour on time. Hence, I don't pay full attention to the 
revision during the writing lesson. I don't want to waste my time in revising 
the writing. On the other hand, if I do the revision at home, I can read my 
composition over again and look at the mistakes carefiilly. But... in general, I 
don't like doing revision of my writing. 
I Okay. Accordingly to what you have just mentioned, it seems to me that you 
would seek help from the teacher when you have any problem during the 
writing lesson, is it right? 
S: Sometimes. However, there're always useful vocabulary or clues suggested by 
the writing plan in the chapter; hence, I do not need to seek help from the 
teacher and other resources. Perhaps when I have problems, I would like to 
ask my classmates. 
I: Your classmates? 
S: Yes, to ask those who have good academic results. 
I They will be very busy for answering the questions from other classmates, 
right? 
S: I think so ... we usually ask for their help instead of the teacher. 
I: What kind of problems do you usually encounter in writing? 
S: Most likely, I have problems in finding the suitable vocabulary in expressing my 
intended meaning. For example, I don't know how to describe an UFO lands 
on the earth. 
I: Vocabulary? 
S: Yes, and also sentence construction. 
I: When you are asking vocabulary, does the teacher spell the words to you? Or 
does she ask to you look up at the dictionary? 
S: Hum ... it's interesting! In the past, when I ask her how to spell the word 
"strawberry", she will answer me by that way ... ST B Y. 
And then I have to guess the spelling. I won't look up at the dictionary . • • 
since it's so troublesome. We usually make a wrong spelling which may look 
like the correct form. As a result, the teacher gives up this methodology and 
tells us the correct spellings right away. 
I: Can you bring along with the dictionary to the writing lesson? 
S: Surely you can but most of us won't do so. 
I: Do you find the writing instructions given by the teacher at the beginning of the 
writing lesson helpful? 
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S: It's helpful to me. However, I worry about if I won't be provided with the 
instruction, in case for the examination, I can't come up with the writing plan on 
my own. 
I: In the examination ... you are not given any writing instruction or writing plan, 
what will you do? 
S: If I have encountered similar writing topics before, it would be easier. I just 
need to recall my memory and write what I have written last time. I think I am 
quite dependent on the writing instruction given by the teacher. 
I: Now, if you are given a chance to have your own opinion . • • what kind of 
writing instruction do you want from the teacher? 
S: In my opinion, idealistically speaking, I don't want any concrete writing 
instruction from the teacher. What I mean is it is not necessary for the teacher 
to give us every single detail of what should we write for our compositions. It 
is because I want to train myself to do the writing on my own. It does no good 
for us, as writing students, to rely too much on the teachers' instruction in the 
long term. After we get used to this practice, it would be a "disaster" if we are 
no longer given the instruction. 
I: You prefer coming up with ideas of your own? 
S: Yes. 
I What do you think is the teacher's criterion in evaluating your composition? 
S: Spelling, tenses, sentence structures. 
I: How does your teacher give you the marks/ grades for the composition? 
S: There are three parts adding up to the total marks, namely, content, organisation 
and language (language mechanics). 
I What is the highest mark do the students get? 
S: Around 70. The teacher usually praises those who get the highest marks and 
then read aloud their compositions to the class. They don't need to do the 
revision ... actually if you get more than 65 marks, you don't need to do the 
revision. Instead, the teacher would have a short writing conference with them, 
one-to-one meeting, reminding them the minor mistakes so that they can get 
higher marks next time. However, for those who get the lowest marks, let say 
below 30, will be scolded by the teacher. The teacher also reads their writings 
out to the class in order to remind us not to make the same mistakes as they do. 
We usually laugh at their silly mistakes. 
I: Does the teacher disclose their names as well? 
S: Of course not, she would only read aloud their writings. But we usually know 
who they are ... and the teacher will ask them to see her during the recess break. 
They will be asked to re-write the compositions. 
I Will the teacher make use of the grammatical mistakes made by those students 
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as teaching materials demonstrating the common language errors? 
S: Yes, she will. She will write the mistakes on the blackboard and ask us to 
correct them. 
I When a composition is returned, what kind of feedback or comment does the 
teacher give? 
S: If you write an outstanding composition or a very bad one, she will probably 
write several comments. 
I What kind of comments does she give? 
S: For example, she writes "Your ideas are very interesting!". 
I: Do you find these kind of comments helpful? 
S: I find the positive comments very encouraging which makes me to pay more 
effort to do the following compositions. Nonetheless, the negative comment is 
not helpful at all. I can't make any improvement or get any insights from 
reading the comments. Some classmates may even give up writing or become 
unwilling to write after they get those comments. 
I: Does the teacher give concrete suggestions for improving some particular areas 
in your writing? 
S: No, I don't think so. She would give us general comments for the entire 
writing. 
I: Once again, if you are given a chance to have your opinion. •. what kind of 
comment/ feedback do you want from your teacher? 
S: Actually, I prefer writing with my classmates ... a group discussion. 
I: Do you mean collaborative writing? 
S: I guess so. I suggest writing with other classmates in a group. We can sit 
together and discuss the writing topics. Of course, we should not make too 
much noise and we are expected to behave ourselves. First of all, we should 
be given a lesson to discuss how to compose ... to come up with ideas for our 
composition. And then everyone gets back to his/her seat and starts 
composing. I have never tried this practice before, I think it will work. It 
may improve my writing • • .1 can have more ideas and know how to express the 
meaning after discussing with my friends. Moreover, it will be better if we are 
given time to exchange our writings with other classmates for reading ... after 
we have finished the compositions. 
I: Do you mean peer review? 
S: Exactly .. • however, I don't think we can do so because of time constraints. 
I Which area will you pay attention to when you are doing peer review? 
S: I'll surely look at their ideas ... or how do they generate ideas for their essays. 
Of course, I won't correct grammar or tenses .. .we don't know how to judge 
the accurate use of language mechanics. I'm afraid of giving them wrong 
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suggestions. 
I Do you want to have the same group members each time? 
S: No. I prefer random selection. It's a weird phenomenon that girls always 
group up together and so as boys. However, I think boys have creative mind 
and they can come up with many interesting ideas which won't appear in girls' 
groups. Hence, I like grouping with different classmates, both boys and girls 
in a group, so that everyone has a chance to contribute to the discussion. 
Finally, we can come up with a rich content for the composition. 
I Then what is your general opinion about the English writing at school? 
S: I have one suggestion for the revision of our compositions: I suggest the teacher 
to talk to us about our compositions individually. For example, students of 
class number 1-10 will be selected to have individual writing conference with 
the teacher for the first teaching cycle; and then it will be the other 10 students 
attending the conference with the teacher in the next cycle. By doing so, the 
teacher can point out what we have done right and what we have not; we can 
pay more attention to our mistakes. Also, it would be a fair practice for those 
who get low marks ... it'll be less embarrassing as they don't have to face the 
whole class but the teacher only. I also remember that when I was in Form 2, 
our class was divided in two groups for the English lesson. Two groups had 
lessons with two different teachers. That meant there were fewer students in 
each group so that we would gain more attention from the teacher. We could 
have more opportunities to discuss with the teacher on our performance. It 
worked quite well and all of us benefited from this practice. I suggest having 
this practice again in Form 4. 
I Fine, do you have any other opinion about the English writing lesson? 
S: I don't prefer picture-description as well. Some classmates may like this 
writing format as they can follow the basic ideas from the pictures given. 
Nevertheless, I don't agree with them. Instead, I find it more difficult to write 
based on the pictures. If I don't know what the pictures means, or say, I can't 
find the vocabulary to describe the pictures, then what should I do? Even there 
are some vocabulary provided in the pictures, I sometimes don't know the 
meaning of those vocabulary ...it makes me more confused. I then put them 
into my writing in an inappropriate way which would definitely lower the 
marks. 
I: Then what kind of writing format do you like? 
S: Imaginative writing. I can write whatever comes up to my mind and I like 
using my imagination and creativity. I guess that's what composing means! 
Though people may find my writing illogical, I enjoy writing like that! 
I: In general, do you enjoy writing composition? 
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s That's fine to me. It's better than reading and listening. I find reading very 
difficult, troublesome and boring. On the other hand, writing is less boring 
since I'm working with my mind while Vm composing. 
I Do you mean you like productive language skills rather than receptive ones? 
S: Yes I think so. 
I: Do you have anything other opinion? 
S: What else??? Yes ... I'd like to talk about writing at home. I have tried it 
before when I wrote the writing about UFO. I was teased by my family as I 
had a lot of vocabulary asking them. They were surprised that I didn't know 
how to spell the vocabulary, even for the simple ones ... I couldn't recall those 
vocabulary that I seldom use. Hence, I gave up seeking help from them and 
tried to express in a simpler way. 
I: Which writing context do you like, at school or at home? 
S: I prefer writing at school. It is because there are too many "temptations" at 
home such as watching TV, having nap, eating snacks and playing ICQ. And 
also you would have a mind that there are plenty of time for composing ... the 
whole night... and it will put your writing off. On the other hand, I can be 
more concentrate on composing at school. And I can also seek help from the 
teacher and other classmates. 
I What else do you think is the advantage of writing at school? 
S: I think it's the atmosphere. There are other people working on the same thing 
together which forces you to work harder and pay more effort. Besides, we 
can change ideas with other classmates. 
I: How do you change ideas with each other? 
S: Some classmates would write down a list of key ideas on a piece of paper before 
they start composing. And then they will share with other classmates and see 
if the ideas work. I would also spend 10-15 minutes on planning the essay; 
however, I seldom write it down ... I seldom have a concrete outline. 
I: How about time constraint? 
S: It doesn't cause any matter to me. I usually have spare time after finishing the 
composition. If we are unable to finish it within the lesson, the teacher will 
ask us to finish it after school. So it's fine. 
I: It's near the end of the interview. Thank you very much for your help and you 
really bring me many insights. 
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Appendix T (cont'd) 
Agnes's academic-history interview (Transcript) 
Date: September 30, 2001 
Time: 11:30 am - 12:00 noon 
Interviewer: Carol Cheung (I) 
Interviewee: Agnes Tsui (A) 
I: Hello, Agnes. Today, we're going to have an interview concerning your 
academic-history. All of the interview questions are concerned with this topic. 
Are you ready for the interview? 
A: Yes. 
I: Can you describe the most memorable experience in learning English so far? 
A: In one of the English lessons in Form 3, the teacher divided the class into small 
groups, and asked us to write a script for a drama. We were required to 
describe the characters and make up the plots for our plays, and then acted them 
out in front of the whole class. 
I: Why do you think it is the most memorable experience? 
A: I have never tried this before, and it was an excited experience to work with the 
fellows in a group project. We worked things out together and each of us 
could contribute his/ her ideas to the group. 
I: What could you leam from this experience? 
A: I learnt how to come up with dialogues among the characters which reflect their 
personalities and traits. We made use of the language to complete the task, and 
there was no limitation on the plots and we could come up with whatever ideas 
we liked. We composed with our imagination and creativity. The teacher 
would not evaluate our performance and there is no absolute right or wrong 
answers. 
I: What is/are the major problem(s) do you usually encounter in learning English? 
A: The major learning problem is finding the correct expression to reflect myself in 
writing. It is difficult to transform the meaning from Chinese to English. 
I: How do you deal with this problem then? 
A: I usually replace the expressions with other simple words. Unfortunately, the 
original ideas would be slightly changed. 
I: Would you do more readings to improve your lexical inventory? 
A: I would love to but I haven't got enough time to do so. 
I: Do you think you have a good control over English vocabulary? 
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A: Not really. My vocabulary inventory is very limited as I use more or less the 
same words for all writings. Even I have learnt new vocabulary from the 
textbooks or given by the teachers, I seldom make good use of them in my own 
writings. When I write, I can hardly trigger the difficult vocabulary from my 
memory. I just don't know why. 
I: Apart from writing, what other learning problems do you encounter in English? 
A: I also find difficulties in communicating with foreigners. I find that even you 
are able to handle the grammar points given by the textbooks and teachers, it is 
another thing to deal with in English speaking. 
I: Under what circumstances will you communicate with foreigners? 
A: I sometimes speak to the native English teacher in school, and I have difficulties 
in expressing myself in front of her. 
I: How do you deal with this problem then? 
A: It takes me some time to reorganise or re-structure what I am going to say. I'll 
just stay in front of her and think it over. Also, I have to speak in English with 
the Filipino housemaids at home. 
I Among the four language skills, namely reading, writing, speaking and listening, 
which one do you think is the most important for mastering English? 
A: I think speaking is the most important one. It is because I have met some 
people who are very good at reading and writing; however, they are unable to 
talk to foreigners in English. Their spoken English is not comprehensible to 
the foreigners. Speaking is an "outward" language skill that shows one's 
language ability. It requires one's instant knowledge about the language in 
responding to other's meanings. It is a face-to-face communication. 
Moreover, reading can be learnt easily by practice. If I find any difficult words 
in the reading comprehension, I can just look up at the dictionary or simply 
guess the meanings. 
I: How about listening? 
A: I think it is less important than speaking. Even if you can't listen to every 
single word that the speaker said, you are still able to comprehend the meaning 
provided that you can catch some of the keywords. In my opinion, it is easier 
to deal with. When I watch TV programs or movies, I listen to the dialogues 
without much difficulty. 
I Again, among these four language skills, which one do you think is the most 
difficult to learn? 
A: Writing is the most difficult language skill to learn. Based on my past 
experience, writing can't be learnt by exposing to those writing skills and by 
doing more practices. My writing ability is more or less the same as several 
years ago. I don't find any prominent improvement in my writings. 
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I: Would you write more compositions in order to improve your writing ability? 
A: No, I haven't tried to write more in purpose. I find it troublesome to write 
more as it requires the logical thinking which is not my strength at all. 
Moreover, I think there are enough school writing tasks given by the teachers. 
I see little purpose in what I am writing ... I mean I have no audience to read 
my writings apart from the school teachers who act as "item checker" for my 
writings. It is meaningless to write more, isn't it? 
I: On the other hand, which language skill do you have the greatest confidence in? 
A: Reading. It is because I have control over my reading. 
I: What do you mean by "control over"? 
A: I am able to comprehend most of the reading comprehension given by the 
teachers, no matter how the difficulty level is. Even there are some difficult 
vocabulary in the passages, I can still guess the meanings by referring to the 
context. 
I: In terms of academic results, which language skill is your particular strength? 
A: I think it is reading. As I've just mentioned I have no particular problem in 
understanding the reading comprehension. For example, in the HKCEE Paper 
II - Reading and Usage, I got the highest marks for the reading part. Of 
course, it is affected by the past experience that I got satisfaction firom doing 
reading comprehension exercises. I have developed confidence in reading not 
only for the comprehension exercises but also for the plays and poetry in the 
English literature class. On the other hand, I would claim my writing and 
speaking abilities to be weaker. I can only get average marks, sometimes even 
lower marks, for compositions. So I don't like writing very much. 
I: Compared with other language skills, how would you describe your writing 
ability? 
A: I think writing is the weakest one to me. I find it difficult to come up with 
ideas for writing. Worse still, even you can think of some good ideas, it's not 
easy to express in English. I am used to think in Chinese, and then write the 
ideas out in English. Moreover, I don't think I have a strong logical mind and 
good presentation skills which are the essential elements for doing composing. 
I: What would you do in order to improve your writing ability? 
A: I think I should do more writing. Practice makes perfect. My teacher always 
tells me that the more you write, the better you can write. I think this practice 
would be feasible anyway. 
I: How would you describe your writing experience in school? 
A: It is very restrictive as the teacher would control as many variables as possible 
such as writing topics, writing settings and time allotted. We don't have our 
own choice but all is determined by the teacher. I would prefer doing on topics 
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of my choice. I like writing on topics about my daily life and past experience. 
They should be more interesting than those provided by the teacher. 
I Do you consider yourself as a good writer? 
A: I don't mind thinking of the ideas, looking up information in the library or from 
the books and the Internet; I just hate writing it down. I am able to come up 
with ideas but less able to express them in English. Perhaps I don't have a rich 
vocabulary "reservoir" and a good knowledge of grammar, I don't think I can be 
a good writer. 
I What do you think about Chinese writing? Will it be a better way to express 
yourself in the mother tongue? 
A: Not necessary. It is just the same as English writing. I don't know why I can 
never keep a good train of thought when I put my ideas into words. I think it is 
the matter of thinking ... the thinking process. 
I As you have leamt English for more than ten years, what is/ are your 
expectation(s) of learning English in general? 
A: I want to communicate with the foreigners in a better way. What I mean is 
speaking and listening. I think communication is a two-way process ... you 
must be able to understand what the others said, and also be able to express your 
meanings comprehensibly. 
I Do you think writing is also a mean of communication? 
A: I agree but writing is less important than speaking and listening in daily 
communication. In speaking, when you are not sure about how to construct 
the sentence, you can just point out some keywords and the listener will still 
catch your meaning. It is not the same case for writing which requires 
mechanics and presentation skills. We are asked to produce accurate grammar 
in writing and the teachers would look at the quality of our written products 
which inevitably takes our language proficiency into account. 
I: What is/ are your expectation(s) of learning writing in particular? 
A: I think being able to write good English is very important for fixture career. 
Nowadays, people have to use English in daily i^orrespondence such as various 
kinds of business letters, reports, memos, facsimile and emails. We use 
English to communicate with each other in all walks of life. English provides 
people with an effective tool for daily communications. As long as we want to 
keep in touch with the world and people from other countries, we have to use 
English. That's why I suggest school teachers choosing writing topics of these 
genres. It seems more practical to our use when compared with those 
argumentative, imaginative and descriptive writing topics. I want to leam the 
formats and skills of the practical writings. Moreover, being able to write good 
English is useful for studying other subjects such as literature, world history, 
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I 
geography, etc. We use English in answering the essay questions of these 
academic subjects. Although they are kind of factual and knowledge questions, 
the ability to write good English would definitely facilitate the answering 
processes. If your English is too bad for the teacher to understand, it's difficult 
to express your meaning and show your knowledge on the subject matter. 
Moreover, the teacher will also deduct marks for the unclear content. 
I: It's nearly the end of our interview today, thanks for your time. 
A: Ok, you're welcome. 
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Appendix T (cont'd) 
Starberry's academic-history interview (Transcript) 
Date: October 8, 2001 
Time: 4:30-5:00pm 
Interviewer: Carol Cheung (I) 
Interviewee: Starberry Leung (S) 
I: Hello, Starberry. We're going to have an interview concerning your academic-
history. All of the interview questions are concerned with this topic. Are you 
ready for the interview? 
S: Sure, let's start. 
I: Can you describe your most memorable experience in learning English? 
S: The nights before examinations always give me the deepest impression in 
learning English. It is because I get very nervous every time before the 
English examinations. I would phone to my classmates and see if we can share 
gains from revising. Besides, I have once got an awflil result for the English 
examination paper. I got only 30 marks out of 100. What a shame! I didn't 
dare to ask my mother to sign the paper for me. I was afraid that I would have 
been scolded by her. I regretted so much ... how comes did I get such a low 
marks. It's so embarrassing! I should have done more revision and paid 
attention to the lesson. 
I: What do you usually make mistakes for? 
S: I always make mistakes in the reading comprehension and English usage. I 
find it particularly difficult in understanding the comprehension. There are too 
many vocabularies that I don't understand and also the phrasal expressions. 
I: How about the usage part? 
S: About the usage part ... I think proof-reading and open-cloze passage are the 
most difficult parts for me. 
I: After that memorable experience, what did you do then? 
S: I tried my best to do the revision on the English grammar. I do more grammar 
exercises and pay full attention to the lesson. However, It seems that I can 
only get poor results from the English quizzes and tests. I also suspect how 
can I improve my English. 
I: What do you mean by 'try your best"? What do you do to improve your 
English? 
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S: I spend the whole weekend in revising the English textbook and do the grammar 
exercises. What's more, since then I have never "copied" assignments from 
the classmates ... I do all the homework by myself. 
I: What is/ are the major problem(s) do you usually encounter in learning English? 
S: As I have mentioned before, I find reading comprehension the most difficult 
task as there are too many vocabularies that I don't understand. Even if so, I 
can still look them up at the dictionary and try to guess the meaning from the 
context. Nevertheless, my major problem in learning English is I seem to be 
unable to pay attention to the learning points and the teaching instruction during 
the lesson; and thus I always come across puzzles in doing assignments at 
home. 
I: What do you do when you encounter these learning problems? 
S: Most likely, I don't seek help from my family members as they always jest at 
my stupidity. Instead of it, I ask my fellows and teacher at school. 
I: Among the four language skills, namely reading, writing, speaking and listening, 
which one do you think is the most important for mastering the English 
language? 
S: I think speaking and listening are the most important skills. It is because the 
two language skills are productive ... I mean we can make use of them to 
communicate with other people. I suppose that the purpose of learning a 
language is for communication, and it is speaking or listening that helps to show 
— others having such a communicative ability. Speaking and listening is more 
straightforward than writing and reading. Apart from the examinations, I 
seldom do reading and writing with my friends in the daily life. 
I: Then among the four language skills, which one do you think is the most 
difficult to leam? 
S: Reading ... it's for sure. As I mentioned before, there are too many 
vocabulary that I can't understand and it hinders me to get the meaning of the 
whole passage. It usually makes me give up reading the passage and leave the 
answers blank. I usually have that part done until the end of the paper in the 
examinations. 
I: Do you guess the meaning of the passage? 
S: I don't have enough time to do so. I prefer doing those parts that I am more 
confident in. 
I: On the other hand, which language skills do you have the greatest confidence 
in? 
S: I think it should be listening. Most of the time, I can understand what does the 
speaker say in the tape. We are only required to do the simple tasks such as 
completing the forms and filling in simple words after listening to the tape. I 
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can get high marks from listening comprehension. 
I In terms of academic results, do you think listening is your particular strength? 
S: Yes, I think so. 
I: How would you describe your writing ability when compared with other 
language skills? 
S: Not too bad. Although teacher's focus may be put on the language mechanics, 
not on the content of writing itself, I can good at thinking of many interesting 
ideas for my writings. In my opinion, content is more important than language 
for composing. However, I also encounter difficulties in finding the 
appropriate vocabularies in expressing my intended meaning. When it is the 
case, I'll give up the original ideas and write about other things. It is 
contradictory that I prefer content to language for composing; worse still, I have 
to pay so much attention to the grammar accuracy that I may give up some 
original ideas in order to avoid making grammatical mistakes. 
I What other problems do you encounter in English writing? 
S: Not many questions as long as the teacher gives me the writing plans. When 
everything is provided and ready in the writing plans, there shouldn't be any 
problems at all. 
I Do you find the writing plans provided by the teacher important and helpful? 
S: Yes, it's very helpful for my writing. 
I: If there is no longer writing plans provided, do you think you can write by 
_ yourself? 
S: It depends on the literary styles and the topics. If it is expressive and 
argumentative writings, I don't think I can handle by myself. What's more, if 
the given topic is not of my own choice/ preference, it would be more difficult 
to write. 
I Do you consider yourself as a good writer? 
S: Absolutely not. I always find English the most difficult subject to master and 
it's very difficult to express myself in English. 
I If you are provided a chance to be a potential writer, what will you do to 
improve your English writing? 
S: I will do more reading ... story books and newspapers. I will also watch 
English TV channels. I believe in the saying that "practice makes perfect”, the 
more your practice, the more improvement you get. I think I can leam from 
the English native speakers. I can leam their language by listening to what 
they say and how they use the language. Gradually, I can improve my own 
English by imitating them. 
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I: Will you write more as well? 
S: Surely I will but I won't share my writing with friends. I'm afraid that they'll 
laugh at my poor English. On the other hand, I'd like to share with teachers 
and tutors so that they can help me to correct my mistakes and give me 
comments. 
I: What kind of comments do you need for improving your compositions? 
S: Mainly focus on the content and paragraphing. Do I have a rich content? 
How can I come up with more relevant ideas for the composition? What kind 
ofthe composing processes of a successful writer should have? 
I Will you really do more compositions in the coming days? 
S: Do you mean writing at school? 
I No. Those are writing assignments and what I mean is doing compositions in 
your leisure time. 
S: Surely I would not do so. School writing tasks have already taken up much 
time. And I have homework of other subjects to be done at home; hence I 
don't have spare time to do extra writings. 
I In general, what is/ are your expectation(s) of learning English? 
S: I hope I can improve my English as I want to go abroad ... both for travelling 
and studying. If my English is bad I can't communicate with the foreigners. 
Besides, English also helps me in getting a better job in the future. Employers 
will not hire me if my English is bad. 
I Then what is/ are your expectation(s) of learning writing in particular? 
S: I want to leam more vocabulary so that I can improve my writings. Also, I 
want to train myself up in order to come up with more ideas. Ideas really help 
to enhance the quality of a composition. 
I: Do you think writing encourages one's thinking? 
S: Certainly. Moreover, handwriting is also an important factor. It is told by the 
teacher that examiners would also pay attention to our handwritings; if the 
handwriting is illegible, it will lower the impression mark. Nonetheless, it's 
hard to keep a clear handwriting throughout the composition as time is limited 
and your hand is getting tired after writing for a long time, the quality will be 
lowered. It's just natural! Perhaps I need to do the "copybook" again ... like 
what my mother is doing. She wants to improve her handwriting. 
I: Do you have any other opinion about English writing? 
S: After all, English writing is very important and I'll try to improve my writing 
ability. How can I do so? Would you mind guiding me how to improve my 
writing skills, Carol? 
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I Surely I'd love to, and I hope the coming writing sessions would help you a bit 
more. We would come to this point later. It's the end of our interview today. 
Thank you so much for your time. 
S: Thank you. 
345 
Appendix T (cont'd) 
Agnes's follow-up interview (Transcript) 
Date: December 31, 2002 
Time: 5:00-5:45 pm 
Interviewer: Carol Cheung (I) 
Interviewee: Agnes Tsui (A) 
I: Hi, Agnes. Today, we're doing an interview based on the feedback from your 
writing journals, and your writing experience in school and at home over the 
past few months. Are you ready? 
A: Yes, let's start. 
I First of all, we'll take a look at the home writing context. As reflected from 
the writing journals, it seems that you prefer writing at home to writing in 
school writing class. Can you explain why? 
A: It is because there are other sources available for writing at home. For 
example, you can look up at the dictionary whenever you come across some 
difficult vocabulary that you don't know. I can also browse at the Internet for 
further information concerning the writing topics. 
I Do you think this writing setting can reflect your writing ability in general, and 
your knowledge about the writing topic in particular? 
A: Perhaps not. Although there are other sources available at home, it's still the 
writer himself^ herself who composes. The writer needs to make good use of 
the information obtained in a way that suits his/ her own writing. It's 
undeniable that the school writing tasks can better reflect one's writing ability 
as everyone has to rely on oneself during the whole process. 
I: How do you make use of the sources from other media for your writings? 
A: In one of the school writing tasks, I used the movie Sixth Sense as the basic 
story line for my writing. I also thought of the TV program that I watched 
during the Religious lesson when I wrote the second repertoire writing task 
about Mother Theresa. Perhaps, I love watching TV and movies which 
provide me with some inspirations for my writings. On the other hand, I find 
my ideas quite boring, and thus I deliberately find other sources for the content. 
I: How do you describe the writing setting in school? 
A: It's rather rush to do compositions in school. No matter we have finished the 
compositions or not, we have to stop writing and hand them in to the teacher at 
the end of the lessons My teacher won't let us do the incomplete writing after 
school. I also find that my thinking process being constrained by the setting. 
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Even if you can't think of any idea, you have to remain on your seat and finish 
the writing until the end of the lesson. You are simply not allowed to walk 
around the classroom and do something else. 
I Do you think both the home and the school writing settings are quiet enough for 
you to work on your compositions? 
A: Yes. I like writing in a quiet place. I, however, find the home environment is 
more comfortable for me to write. I can do the composition all around the 
house ... here and there ... wherever I like. Also, I can leave the composition 
for a while when I feel tired on writing, and then come back after taking a break 
by which I can refresh my mind and come up with more ideas. 
I How do you think of teacher's supervision on your writings? Do you find it 
more efficient in terms of finishing the writings? 
A: In terms of time consumed in writing, of course, it's more efficient under 
teacher's supervision. I have to finish the compositions within a 
predetermined short period of time. On the other hand, I find myself doing a 
better job for home writing tasks as I can spend more time on idea-generation 
and revision. I can also share my writings with my family and get their 
opinion for further modification. 
I: Which writing environment makes you more concentrate on the composing 
processes? 
A: More or less the same, as long as it's a quiet place and there's no much 
disturbance when I write. At home, I can write with full concentration as I 
usually write in my room. At school, everyone concentrates on their work and 
it's almost complete silent in the classroom apart from the first few minutes for 
small group discussion. 
I How do you find your compositions under different writing environments? 
A: As I've said just now, I find myself do a better job in the home writing tasks 
which give me greater satisfaction. For the past few months, I'm the most 
satisfied with the second repertoire writing task, that is the one writing on 
Mother Theresa. I can keep on revising the home writing tasks until I think 
they are satisfactory for reading. On the contrary, I can't do so in school as 
there's not enough time for me to revise. There's no way out but a poor 
expectation on the task only. Actually, I don't need to do any revision on the 
school writing tasks after teacher's marking. I should only do the corrections 
on sentences underlined by the teacher. We seldom do the second draft in 
school. 
I: Which writing approach do you benefit the most in the past few months? 
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A: I find the writing approach used for home writing tasks is more beneficial to 
writing. The main reason accounting for my preference is time limit, r m so 
constrained by time available in school. It's too rush and I can't even finish 
my writing within the time limit. I can only finish the compositions carelessly 
so that I can hand them in to the teacher on time. I don't think it's the purpose 
of writing. Writing at home is more relaxing and I have plenty of time for 
generating ideas and composing. 
I: Do you think the writing approach used in the repertoire writing tasks is 
applicable to the school writing tasks? 
A: I don't think so as it's all constrained by the environment and time. The 
school setting and time schedule won't allow me to write as freely as what I do 
at home. There's also no source available for composing apart from the writer 
himself/ herself ...the writer's brain. 
I: How do you find the review sheets used for the repertoire writing tasks? 
A: I find them quite helpful for the revising process. I can always refer to your 
comments in the review sheets for doing the second draft. They provide me 
with the guidelines for making improvements in my writings. 
I: What do you think about your teacher not using review sheets for marking the 
compositions? 
A: It would cause great trouble to them if they have to fill in the review sheet for 
each student in the class It,s also very time-consuming, I suppose. 
I: How would you describe the influence of time limit on your composing 
processes? 
A: Due to the time limit in school writing lesson, I may skip the planning stage at 
the beginning of writing. That means I would just write down whatever comes 
up to my mind without any planning ahead. Sometimes, I may also give up 
some ideas for my writing as time doesn't allow me to write too much. Instead 
I do better organisations for the home writing tasks as I can come up with the 
outlines first and see what relevant materials should be included in each 
paragraph. 
I: What's your best time of day preference for writing? 
A: Midnight. I usually think over the content for my writings during the day 
time ... along the way to school and back home, during bath and having dinner, 
etc. After that, I have already come up with a general picture of the whole 
writing, and then I write down what's already in my mind immediately when I 
sit down for writing at night. Although I sometimes find myself quite sleepy 
during the processes, it's the best timing for writing. 
I: What's the best emotional status for writing? 
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A: Not particular. Actually, the emotional and physical situations do not affect 
my writing at all. 
I: As you've just mentioned that you would write an outline first when you write 
at home. How do you describe having an outline for writing? 
A: Actually, I may not follow the outline strictly when I compose. I don't want to 
waste time doing on it as time is really tight in the writing lesson. For the 
same reason, I write brief notes for the writing, rather than coming up with a 
detailed writing plan beforehand. 
I As you've mentioned in a writing journal that if you find your classmates using 
the same idea as yours, you'd simply change yours. Can you explain the 
reason account for it? 
A: I don't want to use the same idea as others •.. just like copying from each other. 
The teacher would suspect that we're copying from each other. Moreover, 
using the same idea means that my writing is ordinary. I want to make 
something different and special so that I can have higher marks for the content. 
I How do you find out having the same idea with your classmates? 
A: I'd talk with the one sitting next to me, and sometimes, we'd also share our 
writings with each other. 
I: Do you mean that you would have discussion with your classmates during the 
composing processes? 
A: What I mean is not a formal discussion but causal chatting with each other. 
After all, I don't think I can benefit from any group discussion for my writings. 
There must be too many different ideas and opinions from each group member. 
The ideas may be very diverse, and thus make individual writing more difficult. 
I'd just listen to them but not use their ideas in my writings. 
I: How do you come up with ideas for your writings? 
A: It depends on the writing topics. To be more specific, it should be the writing 
types that I,m going to write. I always find it difficult to write on the narrative 
and descriptive writings. I find my ideas for these topics very boring. On the 
other hand, I'm more confident in writing argumentative essays. It's like 
having a debate which requires you to argue for the pros and/ or cons on the 
given topic. I think if you have got the arguments for your position, it's rather 
easy to write on this kind of topic. 
I How do you find the importance of your knowledge on the writing topic? 
A: It's quite essential to make a good piece of writing. If you got the knowledge 
about the topic, it'll be much easier to write and have a rich content. 
I: For example? 
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A: Like what I did in the second repertoire writing task. I have my paper done 
based on the TV program about Mother Theresa. I have many things to write 
about for this task as I've got everything ready from the program. I'm only 
writing on some facts, not writing something created by myself. I don't like 
writing imaginative materials. 
I: Do you like writing your own experience? 
A Sure. It's the easiest way to write ... either personal experience or indirect 
ones. 
I How do you find the relationship between the writing content and your 
audience? 
A: I don't find any special relationship between the two. It doesn't matter to me 
who is the audience of my writings. I don't pay much attention to this point. 
However, for the past few months, I find it quite different doing the 
compositions for my teacher at school from doing the repertoire writing tasks at 
home. I mean I write with slightly different attitudes. I always want to 
impress the school teacher by putting more effort on my works. Poor quality 
of compositions would give the teacher a bad impression. Moreover, the 
compositions that we do throughout the semester would count for at least 30% 
of the total marks of English composition. Hence, I d do the school writing 
tasks seriously and pay more attention to the language use. On the other 
hand, the repertoire writing tasks don't count for any grade. It's only a 
practice of writing; even if I don't do a good job this time, I have another 
chance to modify my writing in the next draft. In terms of content, I'd write 
any good idea that I can think of under both contexts. It's the purpose of 
writing, isn't it? I think the purpose of writing should be to write whatever 
you want to communicate with the audience. The writer has every right to 
express his/ her intended meanings. However, I know some students have a 
reservation that they would skip the so-called "extreme" ideas .. • which may 
not be welcomed by the teachers. When I was in the junior form, I once met a 
teacher who was very friendly to students and open-minded. As a result, I 
would write something funny and innovative for my compositions. I supposed 
she didn't mind at all and even welcomed students' creativity. She would 
share the amusement in our compositions with the whole class. On the other 
hand, if the teacher is mean to us and serious, I would just use the ordinary ideas 
for the compositions. I sometimes have this kind of hesitation for the school 
writing tasks; however, it's certainly not the case for the writing tasks in tuition. 
I could write whatever I want even for some exaggerated ideas. I won't be 
penalised or scolded by you. 
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I How do you find your compositions writing for the peers? 
A: It would be definitely different. I don't care about the grammar, the format... 
I can use plain language as long as it gets the message across. 
I: Do you think that teachers' supervision over the language in your compositions 
is a good practice for developing one's writing skills? 
A: It depends on the purpose of writing. If I write for leisure or as an expression 
of emotion such as keeping diary, I don't suppose any teachers' supervision on 
my writings. I don't like my personal writings being corrected and judged by 
the others. Otherwise, it just spoils the writing purpose. It's inevitable that 
the school writing tasks have to be assessed by the teachers so that we can 
improve our writings according to teachers' comments. It all depends on the 
nature of the writing. 
I: How would you describe the difference between English composition and essay 
writing of English literature? 
A: English compositions are based on the writer's intended meaning. It's a kind 
of creation which can be categorised into many writing genres. The writer has 
the freedom to write anything he likes. It's very different from the essay 
writing of English literature which is always confined by the question itself. It 
is mostly based on the content of the concerned literary work and it leaves little 
space for the writer's elaboration. 
I Do you think the repertoire writing approach used in our tuition is suitable for 
writing essays of other subjects? 
A: Yes, I think so. I appreciate the practice of having an outline before start to 
write which provides a concrete planning and organisation for the essay. The 
use of thesis statement is also very important. It can be used to state the theme 
for the essay; and then elaborate the main focus paragraph by paragraph until 
fully answering the question. 
I You've mentioned in the writing journals that there are two main areas to be 
improved for the writing skills, namely, use of vocabulary and sentence 
structure. Can you elaborate more? 
A: Since I don't have a rich lexicon, I use the vocabulary repeatedly throughout the 
composition which makes it quite boring. Moreover, I think the sentences I 
constructed are rather long and complicated. It would get the readers confused. 
My teacher always asks us to write simple sentences so that every sentence 
should carry a single meaning only. 
I How do you make improvement in these two aspects over the past few months? 
A: I don't think I have made any obvious improvement so far. I don't find any 
explicit progress in the last few compositions that I wrote over the past few 
months. I still find my writings weak in these two aspects in particular. 
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I Does your school teacher point out these problems for you or you realise the 
problems by yourself? 
A: Both. I'm not satisfied with these two aspects while I do the writings. At the 
same time, my school teacher also underlines these problems in my 
compositions and asks me to pay more attention to them. 
I How do you improve these problems? 
A: I start to remind myself to use simple sentences so that I can get the message 
across clearly. I also try to rephrase the sentences and see if I can make them 
shorter and simpler. For vocabulary, I think I should do more readings in order 
to enlarge my lexicon. 
I: I know you like reading as you've got many English fictions at home, right? 
How do you think the relationship between reading and writing? 
A: I think the more you read, the deeper impression you got over the use ofthe 
vocabulary. I seldom collect the vocabulary by jotting them down in a 
vocabulary book ... though we're forced by the school teacher to do so. She 
asks us to write the vocabulary down in the vocabulary book, look up at the 
dictionary for their meanings, and then make sentences with them. Then I can 
remember their spellings and even pronunciation. However, I find it not very 
useful for my writings. Instead, when I come across the same vocabulary for 
several times, I can also remember it and try to use it in my own writings. 
I If you're given a choice, what's the most ideal writing context/ setting for your 
writing? 
A: Normal physical condition. If I feel a little bit unwell, I'll leave the 
composition for a while and take some rest first. I also have to stay calm for 
writing ... not too excited or unhappy. I think the content would be definitely 
influenced by the emotion. Let's say, if I'm under a bad mood while writing, 
my content will become rather negative and pessimistic. I can't think of 
anything happy and fiiimy. As I've said just now, the more I am familiar with 
the subject, the better I can write on it. If I have such an experience before, 
that'd be great! I particularly like writing on something related to my family 
and Mends .. • how do we get along with each other and some daily interesting 
stories. Moreover, some external influences also affect my composing 
processes, for example, the audience. I've told you that I don't care about 
who's the audience for my writings. Actually, I'd prefer having no audience at 
all. I don't want to pay attention to the audience and their feelings on my 
writings while I'm doing my work. Not only does it hinder the processes if I 
spend too much time on considering the audience. It also affects the ideas that 
I can use for my writings. 
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I: How about the writing tasks? 
A: There should not be any constraint on the writing task. I don't like those tasks 
given by the school teachers that being clearly categorised into different writing 
genres. I sometimes find it possible to put different genres into one piece of 
composition. Different writing aims/ purposes can be merged together so that 
the writer can write whatever s/he regards as appropriate to the subject. 
I: How about time? How long do you usually have to take in completing a 
writing task? 
A: Generally speaking, around one and a half hours. If it is done in the writing 
lesson, the time may be shortened due to the time limits. 
I: How about the environment? 
A: I'd to like to write in a vast and boundless setting. Sitting in front of a large 
window with nice landscape outside ...a piece of verdurous grassland and a 
clear sky. It would be wonderful! It's so quiet and peacefiil that I won't be 
affected by any noise. Most likely, I'd put some reference books, dictionaries 
and a computer besides my desk so that I can search the relevant materials for 
my writings, if necessary. 
I: What else do you want then? 
A: I'd also find a time with greatest inspiration to write. Sometimes, inspiration 
comes too suddenly for me to write. I just want to write down whatever 
insights comes to my mind .. it's so natural but also hard to come by. It is 
called an immediate need to write, isn't it? 
I Do you like to research and write with others? Why or why not? 
A: I prefer writing on my own. If I meet any problem in writing, I'll fix it up by 
looking up at other resources or just skip it. 
I: Do you have any other opinion about writing setting? 
A: I always imagine the best way to produce a composition is placing yourself in 
that specific context of the concerned subject. I f l 'm going to describe a place, 
I'd choose to put myself in that place doing the composition. If possible, I'd 
like to do an interview with Mother Theresa in person, and do a better job in the 
second repertoire task. That'd be great! 
I: That's it for the interview today. Thanks a lot Agnes. 
A: It's my pleasure. 
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Appendix T (cont'd) 
Starberry's follow-up interview (Transcript) 
Date: September 31,2001 
Time: 2:30-3:15 am 
Interviewer: Carol Cheung (I) 
Interviewee: Starberry Leung (S) 
I Hello, Starberry. Today, we're doing an interview based on the feedback from 
your writing journals, and your writing experience in school and at home over 
the past few months. First of all I'd like to know how do you find the 
approach of doing the home writing tasks during tutorial sessions with me 
S: It differs from what I do in school in the sense of everything is done by myself. 
I have to think it over and over again from the beginning of the task. There is 
no writing plan and suggested content provided, and hence I have to make them 
up on my own. 
I Do you find it helpful to your writing skills? 
S: I find that there are different advantages in each approach. The approach used 
in the tutorials is suitable for doing the examination writing task. It provides 
the similar scenario as in the examination. On the other hand, the school 
teacher has provided me with the detailed writing guidelines which make it 
much easier for me to write. 
I: By which approach do you pay more effort in the thinking process? 
S: Of course, the approach for the home writing tasks. I also find it the most 
appropriate way for students to write. However, it may be regarded as an 
idealised approach only. In other words, it may not be applied to the 
compositions we do in the writing lessons as we don't have enough time for 
revising the drafts, we are required to finish the compositions in class. 
I: What do you think is the reason of providing the writing plans by the teacher? 
S: Perhaps, my teacher wants us to leam something from the plans such as the 
format of writing letters and the useful vocabulary. However, my teacher 
reminds us that there won't be any writing plan provided in the second semester. 
We'll then have to write on our own after getting the writing topic. 
I: What kind of writing problems do you encounter while you are not provided 
with any writing plan like what you do in the home writing tasks? 
S: Yes, I find my writings lack of "beautiful" expressions and sentences. I'm too 
lazy to search the relevant expressions from the previous plans provided by the 
teacher, or look them up in the dictionary that I'd use the simple words again 
354 
and again. The time spent on the writing would also be much longer if there is 
no plan provided for me to follow. 
I: As what you've reflected in the writing journal, you sometimes find your own 
writings difficult to read or even are not able to understand what you really 
mean. Would you have the same problem in the school writing tasks? 
S Not at all. I seldom encounter the same problem when I write in school. 
Everything is provided in the writing plans so that I'd simply copy the 
organisation and some of the ideas for my own compositions. I usually know 
what I'm writing about as long as I follow the plans. 
I How do you re-write the home writing tasks at home? 
S: I do it all over again ... not for the ideas but most likely for the organisation, 
sometimes for the language. I'll reorganise my writing in order not to make it 
in a great mess ... put it into an orderly way. I would look at the review sheets 
for the second draft as I like writing on my own ideas, your comments may be 
usefiil. Moreover, I like this writing mode in the sense that I can write 
whatever I like. I don't need to care about whether I make any sense in the 
writings as they are not going to be corrected by the school teacher. When I do 
the school writing tasks, I always have a reservation in putting my ideas in the 
compositions. I'm afraid of being scolded and penalised by the teacher if I 
write some ridiculous ideas in the compositions. 
I What is the most common writing problem do you encounter? 
S: Spelling ... I mean vocabulary, and organisation. 
I: Do you have made any improvement for these aspects over the past few 
months? 
S I don't think so. You know, I'm such a mindless person that I won't pay much 
attention to the mistakes I make. I usually do the same mistakes again and 
again. 
I: Which writing environment do you like? In school or at home? Would you 
please describe what's the difference between the two writing environments? 
S: The main difference is whether a writing plan is provided or not. Moreover, 
I'd write more freely for the home writing tasks. The reason is what I've just 
mentioned. I think it's what writing should be ... lean write whatever comes 
to my mind during writing without any constraint and reservation. Perhaps my 
school teacher also welcomes creative ideas; however, I dare not to write any. 
I How do you describe the writing environment in school writing lessons? 
S I'd be more excited at writing as there are other classmates doing the same thing 
with me. The atmosphere is more suitable for writing. Everyone 
concentrates on the writing which pushes me to concentrate on mine as well. 
Also, there's time limit for the school writing tasks, and that's why I have to 
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work harder in order to hand in the composition on time. 
I How about writing at home? 
S I'm always disturbed by other family members at home. It's so noisy that I 
can't put my attention on the work. There're also phone calls from time to 
time which also get me away from concentration. On the other hand, I have to 
admit that it's comfortable at home ... with bed and sofa and TV ... which helps 
to raise my spirits in writing. It's just different from writing in school where 
the teacher keep an eye on us. As a result, everybody just concentrates on 
writing and dare not to make any noisy. 
I How do you find time limit? 
S I prefer writing with time limit so that I'd push myself to finish the composition 
within the definite time. Otherwise, I may spend two days on one piece of 
composition that is very inefficient. Even I am given more time working on a 
composition, I won't come up with more ideas ... it's just a waste of time. I'd 
be willing to spend time on the thinking process unless I don't have any other 
thing to do. In a word, I like writing in school and the outcomes are much 
better, I suppose. 
I: How do you find writing in a collaboration mode? 
S I've once tried to have group discussion before we got back writing on our own. 
It's too bad ... we can always find good ideas from each other so that we'd just 
put them into the writings. It's helpful for generating ideas in the discussion 
with the peers but it's also like copying ideas from each other. 
I: How do you deal with the disturbing writing environment at home? 
S I'll scold at them and ask them to keep quiet so that I can concentrate on my 
work. I like doing the compositions in the living room because my room is too 
messy for living, not to mention studying there. I sometimes find a proper 
timing for composing so as to avoid being disturbed by the ICQ and TV 
programs. 
I What do you mean by the "proper timing"? 
S The most suitable time for doing homework is in the afternoon when there're 
few friends online on the ICQ, and I,m not interested in the TV programs during 
that time slot. 
I Is it the best time of day preference for composing? 
S: Pretty much ... from the noon till the whole afternoon. I usually wake up 
around the noon on Sundays, and I find myself the most fresh ... with a fresh 
and clear mind. I suppose this is the best time for me to compose •.. with 
more ideas and less time spent on it. I mean I can finish the writing within a 
short period of time. One more thing, I find myself most inspired before I 
brush my teeth. It's so weird but I just can't help coming up with interesting 
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ideas at that time. 
I Have you tried doing the compositions at night? 
S: Yes, when I have to hand in the composition in the next day, I'll finish it at night. 
Though there's limited time for composing, it won't affect the mood of writing. 
On the contrary, there are still fresh ideas in my mind introduced by the teacher 
in the lesson on the same day. It's better than having a single writing 
assignment for a long holiday such as the school writing task 4. I'll do it until 
the last minute at the end of the holiday. However, I find it an unsuitable 
timing for composing at night since there're too many people at home which 
diverse my attention easily. 
I How about the best emotional status for composing? 
S Nothing much. I think the emotional status won't affect me too much in 
writing. 
I: What do you think is the best physical condition for composing? 
S Stomachache ... no I mean suffering from cramp. I just hate the feeling and 
put aside everything until I recover. It does affect me from composing. 
Actually, I always find it troublesome to do compositions. I'd treat it as a kind 
of homework ... not so motivated. I seldom write out of initiation but being 
forced to do so. 
I If you're given a choice, what's the most ideal writing context/ setting for your 
writing? 
S I like writing to my peers. It'd be very embarrassing if you don't do a good 
job in front of your friends. I'd put more effort into the writings and then share 
with my friends. I like writing in the classroom since there're other classmates 
doing the same thing with me. I'm not being isolated and it's more secure. 
Since the teacher allows us to finish the compositions after school, no wonder 
time limit isn't a big deal to me. If there's a cat lying beside me ... 
accompanying me, that'd be great! I want something moving around me while 
I'm doing the writing. No teacher supervision is great! The teacher should 
work on her own stuff but not walk around the classroom keeping watch on our 
writings. However detailed writing plans and clear instruction should be 
provided at the outset of the writing lesson. It'd be very demanding, wouldn't 
it? 
I How about the writing topic? 
S: I like writing on those topics with predetermined content such as replying a 
complaint letter. Everything is preset by the task in which I don't need to think 
of any idea. I'm so lazy and that's why I don't like creation. 
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I What else for the writing environment? 
S: I like writing under bright lighting. It's so dim in the living room that I'd 
easily fall into sleep during the composing processes. Besides, I'd like in a 
airiness room where all the windows are open. It helps to stimulate the 
thinking process. The temperature also contributes to writing as it shouldn't be 
too cold in the room. Otherwise, I,d like to "roll myself up" on the bed ... no 
more writing! 
I: Here're some questions comparing your writings at home and in school. How 
do you find the difference between the writing topics given by the school 
S For the school writing tasks, the writing topics/ formats are usually based on the 
past paper for HKCEE. They're very different from those given in the tuition. 
I think the writing topics given by the school teacher would be more useful for 
me at this moment as we're going to sit for the HKCEE next year. Hence, we 
have to get familiar with the writing topics and formats available for the public 
examination. Your writing tasks are some kind of creative writing . • • which 
should be done only in my leisure time. 
I: Would you please describe how do you come up with the writing plans for the 
home writing tasks? 
S Writing plans •.. that's why I like writing the school writing tasks. Everything 
is ready in the writing plans, how comes do I need to create my own ideas! I'd 
first take a look at the writing plans first, and then use the vocabulary and 
sentence structures given. It becomes rich in content as well as logical in 
organisation. That's not bad, I suppose. I,m just lazy for thinking ideas of 
my own. I don't want to waste any time in coming up with ideas which may 
not be regarded as good by the teacher. It's just a waste of time. Why not 
follow what has been planned and suggested by the teacher? Every student has 
more or less the same content for the writings, but it's still okay to share good 
ideas with each other. The main difference in the scores is decided by the 
language we use • • .whether we use the accurate grammar. I don't mind being 
confined by the writing plans though I may not be able to express myself freely 
in the writings .. • of course, not too many restrictions on the ideas. For 
example, in the most recent school writing task I've just done, the content for 
each paragraph has been decided by the organisation suggested in the writing 
plan. It's about one naughty thing I have done. I can't write too exaggerated 
ideas as I have to follow the idea flow suggested. It's hard to find a balance 
between free writing and guided writing. I think it's a kind of guided writing, 
isn't it? I can't write whatever I like such as what I did in a composition about 
space walk. 
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I What kind of writing topics do you like the most? 
S: I like doing similar writing topics that I have previously responded to. I'd then 
become more familiar with the writing content, and a better piece of 
composition results. I also like choosing topics suitable for my age. 
I: What do you mean by "topics suitable for your age"? 
S Something related to my daily life, my interests, my hobbies, and my favorite 
cartoons ... based on my personal experience. I don't like writing about my 
feeling towards something ... it seems to be so complicated that requires a deep 
thought on serious matters. It's also very embarrassing to write down your 
sentiment in words, and then share with the teacher ... it's too "old-fashioned". 
I like writing funny topics not those "mature" ones. 
I Do you like to research on the writing topics? 
S: No, I suppose not. I'd then spend much more time on a single writing task 
which may not be feasible at all. I think searching from the Internet would be 
a good way for generating information. I'd go to the Yahoo web site and type 
in the keywords for further searching. I'm sure it can provide me with much 
information useful for my writing topics. It's not a hard task at all! Some of 
my classmates use this approach for their writings, but most likely for the 
Chinese compositions. 
I As you've indicated in the interview at the begiiming, you are happy to write on 
the imaginative writings. Can you explain why? 
S: It's just an expression of my imagination. —There's no absolute right or wrong 
answer so that I can write whatever I want even for some ridiculous ideas. 
Although it may not be my personal experience, I'd also refer to what I've got 
from the movies and TV programs. 
I: How do you find about your audience? 
S: I don't like writing to my teacher as it's only a kind of assessment. On the 
contrary, I love writing to the peers as I've said before ... and also my mother. 
It's because she always teases at my English language standard, so I want to do 
something great and prove my ability to her. Actually, writing to different 
audience won't bring too much influence to the content that I write. I use 
more or less the same ideas whoever I'm writing to. 
I: How do you define a piece of "good" work? 
S I'd write more seriously, and also pay attention to the language use. I think the 
accurate use of language does contribute to the quality of writing. 
I How do you find the difference between writing in Chinese and writing in 
English? 
S I dare to write whatever comes to my mind in Chinese. I think it's not a matter 
of hesitation; instead, it's the language I'm using. I find it very difficult to 
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express thoroughly in English. I just can't express most of the ideas in my 
mind in English. When that's the case, I'd simply drop out the ideas and write 
other things else. Sometimes, I may consult my elder sister if I have any 
difficulty in expression; however, she'd tease at me for my stupidity. It's very 
discouraging. 
I How do you find the minimum word requirement? 
S: That's fine for both approaches. 250 - 300 words ... no problem. I don't 
have any difficulty in meeting the requirement. 
I: In your response to a piece of newspaper, you claimed that the principle for 
writing should be “ ” . W o u l d you like to elaborate your point of 
view? 
S: “1 ” means finishing the composition in a short time. The shorter time you 
spend on the writing, the more efficient is your work “ ” means using 
correct and complex sentence structures which make the writing look like more 
sophisticated. However, I won't use too difficult vocabulary. My readers 
may find it discouraging when they have to look up at the dictionary for the 
meaning of my writing. I think it's not so good to use difficult vocabulary as 
the readers may not know them all. It's just the same case for myself... I 
don't like reading those articles with many difficult words. When I have to 
look up the meanings in the dictionary, it disrupts the reading process and my 
mood. “ ” means “good writings are used for copying everywhere"(“ 
” ) . W h e n I come across some good articles •.. sometimes 
introduced by the teacher, I'd simply copy their ideas, use the same sentence 
structures and expressions. It just enhances the quality of your own writing. 
I: Do you have criterion in copying from others' writings? 
S No particular criterion indeed. English is quite weird that there're some 
idiomatic expressions difficult for us to write, but they do carry good meanings. 
When I come across these expressions, I'd simply use them in my own writings. 
I Do you have full understanding of what you are copying? 
S: Sometimes I do, sometimes I don't. I think they are suitable for my writings as 
most of them come from the writing plans and the articles related to the writing 
topics given by the teacher. 
I: Would you share your compositions with the classmates afterwards? 
S: No. We don't like sharing! It's quite embarrassing when they notice 
something wrong in your writing. We seldom do so unless being forced by the 
teacher. Actually, the teacher seldom asks us to conduct peer review during 
the lesson since we don't have enough time. 
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I: It's near the end of our interview today, do you have any supplement towards 
writing? 
S: I don't think I'll do more writings afterwards. I mean I won't do compositions 
out of autonomy. It's because I am not very interested in English ... I write 
because I'm asked to write by the teacher and I'm sitting for the public 
examination in the near future. I don't have the urge to write. I'm sure I 
don't have the ability to produce good writings. 
I: How do you perceive your English standard? 
S: Very poor, that's why I don't like writing. I'm not good at English and 
remembering English vocabulary, how can I write good compositions? I can't 
imagine why some of my classmates just memorise all the vocabulary leamt in 
the textbook, and then use them in their compositions. It's just incredible! I 
don't like memorizing vocabulary ... when I have to dictate the vocabulary, I'd 
only take a glance on them as long as I can pass the dictation. There's no point 
to memorise them all as I may not be able to trigger them out of my memory for 
writing. My teacher always encourages me to work harder, and she sometimes 
gives positive comments in my compositions. I think I have to work harder, 
shouldn't I? 
I Sure, you do. That's the end of our interview. Thanks for your time, 
Starberry. 
S: You're welcome. 
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Appendix T (cont'd) 
Agnes's teacher interview (Transcript) 
Date: December 10, 2001 
Time: 2:00-3:00pm 
Interviewer: Carol Cheung (I) 
Interviewee: Louisa Wong (Mrs Fung) (L) 
I Mrs Fung, first of all, thank you very much for agreeing to give me some time 
for the interview today. It mainly concerns the teaching of writing in your 
English writing class. Let's start the interview. What do you think is the 
main goal of teaching writing? 
L I think I would like to teach my students the skills of writing in order to help 
them communicate better with the others. Moreover, I think writing is 
spontaneous to communication. By the time they write something, they 
actually keep doing whatever they like and show to the others. For example, 
they can share their inner-selves with their classmates by writing. 
I: Then what will be your main focus in the writing instruction? 
L The main focus is the students' self-discovery. Actually, when the students 
have a need to do something and they know the topic, for example, when we are 
talking about "Fashion", and I just try to get them all the ideas about fashion 
and let them have the brain-storming, they can then write up something . • • 
whatever they like. I have to think of everything about the topic that I know, 
or they know, and then share the ideas with the class. 
I: Do you mean that you have idea-generation discussion with the class before the 
students get started to write? 
L Yes brain-storming first. Actually, they have to know different areas of that 
topic first. By the time they have got enough ideas, they can write on their 
own. 
I: Do you provide the students with relevant vocabulary and expressions for the 
writing topics? 
L Oh, yes sure. We will distribute them some relevant information as well as all 
the vocabulary, articles and useful expressions when a writing topic is given. 
And then the students can do some research works in the library before they do 
the compositions. But for my class this year, that is Agnes's class, they can't 
do it as they are not in a "prime class". In the “prime class", I'll ask the 
students to do such kind of research works before doing the real writing. It is 
because I think it is the students need and urge to do something by themselves 
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rather than to ask them to do things the teacher want them to do. It is also 
another main goal of writing. 
I: Your students are given these kind of writing tasks like ... (showing the writing 
topics to the interviewee), how can you help them to start their writing? What 
kind of writing instruction would you give to them? 
L: There are two writing tasks and I am talking about this one (pointing at one of 
the two writing tasks). This writing topic is about volleyball... and actually, 
the students have got some information from the textbook including the 
historical background of volleyball which the students may not know before. 
For the normal class, I won't ask the students to the library and look for the 
information themselves as there have been ready-made materials provided in the 
book. It is much easier for the students. For the "prime class", r U ask them 
to do this writing topic about badminton (pointing at another writing task). 
Badminton ... the students don't know the background of badminton, right? 
They have to search the history of badminton and how people go about i t . . . and 
they have to get some information for themselves first. I'll ask them to go to 
the library and get some of the relevant topics. They are talking about... right 
here ... first inventing to a big house called "Badminton" and something like 
that... it'saU the historical background. I have to get the students known the 
background of the writing topic at the first place as the textbook right here ... it 
tries to give the students some ideas and ask them to fill in the writing ... the 
first paragraph, the second paragraph, so on and so forth. Anyway, the 
students have to search for the background knowledge of the writing topic. 
Sometimes, I'll even ask the students to invent their own topics other than 
badminton and volleyball as there are other kinds of sports that they may be 
interested in. 
I: Do you think the students can find enough information/ input from the writing 
instruction of the textbook? 
L: Yes ... sort of sort of. As you can find the guidelines leading students in their 
writing such as the definition first and how do you define volleyball, and the 
development of volleyball and also students' personal experience ... whether 
they play the game with their classmates and friends. Theoretically, they can 
do the writing according to the instructions given in the book. Practically they 
can also write something about their own experience. In a word, I would ask 
my students to come up with some ideas of their own. You know ... if every 
student follow what the writing guidelines given in the book, you will find the 
same writing patterns for all the compositions when you do the marking. Just 
same pattern for every composition which I don't think is a good idea. 
I: Do you think the students can come up with the writing outline by their own? 
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L: Oh yes ... I'll ask them to do the mind-map ... you know what is "mind-map"? 
For example, volleyball... you just put the nuclear "volleyball" at the centre 
and spread out the map with circles of "rules", "history", etc. around the 
nuclear. 
I: Do the students do this practice in a group? 
L: No, they just do it individually. It's a kind of brain-storming activity. At the 
beginning of the class, I'll do some brain-storming activities such as I'll ask 
them what is volleyball... tell me what is volleyball. The students would say 
"it's a game ... it's exciting" something like that. I'll them write all the ideas 
from the class on the blackboard. The next step is asking the students to create 
a mind-map for me. I will use the maps to check how the students think of 
their compositions and how they come up with the ideas ... and organise them 
in the first paragraph, the second paragraph and so on. 
I Do you collect the mind-maps from the students for your reference? 
L: Yes, I will as the students draw the map on some pieces of papers, and then 
hand them in with their compositions. 
I: Do you need the students to finish the composition during the class? 
L: Of course, I'd love to do so. For Agnes's class, I don, think they can make it. 
Instead, I'll tell them the topic one day before the writing class, and ask them to 
do some preparation before coming back to school. So they will try to finish 
the writing in the class. 
I: Do you think time constraint is a big problem for the students? 
L: Yes, of course. But if they have got a target on what they are doing, I think it 
should not be a problem. I think it's only a matter of training and they are 
inexperienced in writing. 
I: In the examination, they have to finish the composition within the time limit, is 
it right? 
L: Yes, that's right. In the examination setting, they have to do the writing in a 
certain limited period of time. But in the school setting ... I mean during the 
writing class in school, we have to give them practice and train them how to do 
the end-up product. 
I: What do you think is the students' most immediate need in the writing 
classroom? 
L: Immediate needs ... I think, at least, they have to understand the topic. And 
then they have to know what they are going to write about, not just writing 
some silly things. I don't want any piece of garbage thing. I always tell them 
that make sure you know what you are doing ... ok ... if you don't understand, 
just ask me. I think the need for them is their urge …to do the discovery of 
yourself. 
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I: On what basis do you select the writing topics for your students? 
L Writing topic . • • that's a good question. I think topic is very important for the 
students. Once I feel bored to the topic, I won't give it to the students to write. 
If so, by the time when I mark the compositions, I feel so bored too. So I have 
to find some experience related to their daily life. 
I: For example? 
L: For example, one day I come across a famous person on the street, what will 
you do? Maybe he is a movie star whom you love him/ her so much ... what 
will you say when you see them? Some kind of things that related to their 
daily life because they always get the pictures and photos of some movie stars 
in their handbooks. That means they are interested in this topic. Actually, 
it's very unique in each class ... very unique. So I depend on what kind of 
things they like. 
I: Do you think students would find difficulties to do this kind of self-expression? 
L: Oh yes sure. It is because it is limited to their exposure. Their exposure is 
so limited, right? I have to give them some vocabulary and expressions, and 
explain to them what they are going to do. 
I: What are the students' major problems in their compositions? 
L: It's difficult for them to write in English. It is because they always think in 
Chinese, and then translate the ideas into English. It's a mixed-code. 
Sometimes when they want to write down something, but they don't know how 
to express themselves. It's the problem. They always ask me in Chinese like 
"How do I write this kind of sentence?" and I won't tell them the whole 
sentence; otherwise, that means I have to write up the whole composition for 
them. Instead, I tell them the vocabulary and ask them to make up the 
sentence on their own. 
I: If the students write the sentences in Chinese-English for their compositions, 
how would you deal with this problem? 
L: I'll mark them, circle the particular sentence and comment it as an improper 
way to write in English. 
I: Will you write the correct sentence structure for them, or just let them to correct 
on their own? 
L: Sometimes I write up the whole sentence, and sometimes I just circle the 
sentence and give a question mark aside. After that, when I get them back the 
compositions, I'll ask them to explain the meaning to me. Right now, I think 
composition is a process of thinking; hence teacher can't write anything for the 
students. If you write everything on their compositions, it's easy for them to 
do the correction as they just keep copying. It's no use to do so. That's why 
I use some abbreviations and codes in marking, and then ask the students to 
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think more in the correction. However, it's time-consuming since when I mark 
their corrections, it seems to me that I'm marking another composition. It's 
another problem for me, not for them. 
I Do you find it difficult to mark all the compositions? 
L: Of course! First of all, I have to concentrate myself and it's boring when you 
mark a composition ... you keep going and going. Every sentence is wrong 
and there is no complete sentence. And then I have to cross out the mistake ... 
how comes it looks like that? Most of the time, the students can't do it well in 
the tenses. Actually, they don't have a full picture of the grammar items. It's 
difficult for them ... I mean for the students in this school to handle the 
problems. Their English is so poor ... it's below the standard. 
I: Do you mean that they always mix up the tenses? 
L: Yes it is because they don't have a good foundation. Worse still, they think 
that being fail in composition is fine to them. Actually, when they come to the 
school in Form One they look like fine in the first year. Remember, they look 
like fine. And then for the second and the third year, they fail as well. 
Honestly speaking, most of the junior form students fail in the English writing. 
So I think it's a problem of the school management . . .of course, part of the 
school management. The other thing is that the teachers should get the 
students more exposed to English in their daily life. As you understand this is 
a CMI school, we don't use English in other subjects except English language. 
It's so difficult for both teachers and students to speak in English ...all Chinese. 
I: How about in the English lessons? Will the students speak in English among 
themselves? 
L: I try to encourage them to speak English. For example, I would say to them, 
"If I find anybody speaks in Chinese during the lesson, you stay after school and 
talk to me in English for five minutes." Although some of them just pretend 
speaking English when I go around them, I still want to get this kind of English-
speaking atmosphere. I create the atmosphere and let the students go into it. 
It's also a kind of communication like writing. I want to get the students 
experienced the authentic use of language. 
I: What is the most important criterion in evaluating students' compositions? 
L: I'll look for their content such as what they are talking about in the articles and 
how well do they understand the writing topic. Besides, I'll look for the 
accuracy ... grammar ...all the grammar items. I'll pick out all the major 
mistakes and ask them to correct for themselves. Most of the time, they just 
mix up the tenses, for example, passive voice and past tense. Also, they 
always get the sentence structures wrong. Content, accuracy, and then 
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presentation. That means how well do they present the compositions. I'll 
also take their handwriting, logical thinking and sequence of paragraphs into 
account when I give the marks for presentation. 
I How do you find the content for students' compositions? Do you think they 
can come up with many ideas? 
L: As I have said before, I have to get them some background information about 
the writing topic first. If I give them more they can write more. Perhaps, if 
they don't do some research on the topic before they get started to write, content 
is also another problem. 
L: Yes, in the modem society nowadays, students can easily get exposure to 
different kinds of sources or information such as reference books in library and 
the internet. However, some of our students are so lazy to do such tasks. If 
there is content suggested in the textbook, they would just copy the ideas for 
their writings. Their compositions are just the same as the suggested content 
in the book. I think their English is pretty below the standard that they can't 
express themselves in the language effectively. It is a miserable experience to 
them if you ask them to write on their own ideas. So what they can do is just 
copying from the ready made materials in the book. Worse still, some of them 
just don't understand what is being copied. They just put everything provided 
together and try to link the ideas up. However, they still have problems in 
doing this "linking-up" task. They don't know how to input all the 
information into their own writings. It's really a problem. 
I: When you mark the compositions, do you write any comment for the students? 
L: Yes, I do. I'll write ... especially, most of the students like to start a sentence 
with the words "and" • •. and "so"... every sentence with "and, and ..." or "so, 
so I'll remind them to look at the sentence structure again. Also, if they 
are out of content, I'll write "Out of topic" at the end of their compositions. 
I: What do you think is the best way to give students feedback on their writings? 
L: I think the best way is ... by the time when I mark their compositions, I'd tell 
them by pinpointing/ taking out the mistakes, and then ask them to correct by 
themselves. The most important thing is to leave room for them to improve 
their writing skills. However, I don't have much time. I really want to do 
that... I'll ask a student to sit in front of me, and then I'll mark every sentence 
for the students. I will them go through every sentence with him/ her and see 
what's going wrong with the composition. However, it takes a long time. 
I: Do you mean having an individual writing conference with the students? 
L: Yes, I think so. Yes it's very time-consuming as there is forty-two students for 
each class, and most of them are poor in English. Teachers don't have enough 
time to take care each of them. 
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I Have you ever conducted peer review/ peer correction with your students? 
L: Yes, sometimes I do. But as their English standard is so low that even you ask 
them to correct the mistakes for their friends, they just don't know how to do it. 
They always complain that they can't find any mistakes from their peers' 
compositions. Some of them even make the same mistakes themselves and 
that's why they can't realise what's going wrong with the peers' work. After 
all, I think the process for learning is important. Peer correction serves as a 
tool to let them know how good or how bad their classmates do in the writings, 
it's still a very good practice. But teachers shouldn't expect the students to 
mark out the compositions and check all the mistakes. At the school certificate 
level, like this one, we got the proof reading section, right? We can make peer 
correction as another proof reading exercise for the students. I often sort out 
the common mistakes from the students' compositions, and then type them out 
on a piece of paper. And I'll ask the students to highlight what kind of 
mistakes to correct. 
I: After you have marked all the compositions, would you give the students time 
to revise? 
L: I tell them if they want to write a good composition, what kind of procedures 
should be used. Actually, I've told them how to write the composition at the 
beginning, right? But they can't do it, and so I'll tell them concretely this 
time ... what should be written for the first paragraph, the second paragraph and 
so on. What should be written for the introduction and the conclusion for the 
particular type of writing topic. I'd like to give them a more comprehensive 
picture on the composition in the hope that they can make some changes for 
their own writing. 
I: Do they make some major changes or just correct the grammatical mistakes 
after your explanation? 
L: I've tried to ask them to do the first draft and see how it goes. And then I 
highlight some of. . . like there are four paragraphs in the composition and I ask 
what does it mean in the second paragraph and ask for more elaboration in the 
second draft. Of course, they would make some changes in the second draft. 
I: Do you think it's feasible to carry out this methodology for every piece of 
compositions? 
L: I think so as I've tried this method the year before. Actually, it all depends on 
the time schedule as well as the standard of the students you are teaching. If 
the students are good at English, I think I can try this method with them as they 
would really think the compositions over again in order to make changes. 
However, if they don't even pay attention to the class and my explanation, how 
can I expect them to do what I want? 
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I How many compositions would you ask them to finish within an academic 
semester? 
L: At least six. It depends on the time schedule again. Sometimes we do more, 
but at least we have to do six compositions in a term. That means we have to 
finish one composition nearly every alternative teaching cycle. As I've said 
before, marking is very time-consuming, and I have to carry the compositions 
back home doing the marking even during my dinner. 
I How do you describe the writing ability of your students in general? 
L: Very poor and they don't know to express themselves in English. I think the 
basic grammar items are very important for them to build up their vocabulary 
base. But actually, they are not ready to comprehend whatever they leam in 
the class. They always complain that they don't understand what the teacher 
said in the lessons as all are in English. They even request me to conduct the 
lessons in Chinese. No way! It's the English lesson and there is only one 
English lesson. As a result, they won't listen to you any more. For all the 
students including myself, whenever you get a boring lecture you always 
daydreaming. They pretend to pay attention to the class and look at the teacher, 
they are not actually listening. Sure, I can understand their situation but I just 
can't meet their request for speaking Chinese in the class. Instead, the most 
important thing is their interest. If they are interested in the topic, you will do 
whatever you want. 
I: Do you think they can express themselves better in Chinese writing? 
L: I think so. However, some of them are lazy for thinking ideas for their 
writings, both in Chinese and English. Even when they are writing in Chinese, 
they write the slang Chinese ... which makes their writings poor quality and 
difficult to read. Some of the students claim that their English is better than 
Chinese as they are taught formal grammar and vocabulary in English; however, 
in Chinese .. • they just write down Cantonese in writing. I think vocabulary 
building remains the most important role in one's writing ability. 
I: Generally speaking, do you think the students enjoy the writing lessons? 
L: To a certain extent, I think they enjoy writing. However, I should say that if 
they really got a topic they enjoy writing, I think they would like to write about. 
It depends on the time and topic you gave to the students. 
I: Then how about the motivation for writing? 
L: I think the most important thing is the teacher. It is the teacher who motivates 
students to do something. If you, as a teacher, are interested in the topic 
yourself, and then the students can feel the mood of writing. It depends on 
how does the teacher lay out the writing topics to the students. 
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I Do you think the main focus of writing instruction is based on the product rather 
than on the process? 
L: I know the process is more important than the product. As I've said before, 
writing is a process of thinking and self-discovery. 
I How about other teachers? How do they think? 
L: I think most of them would focus on the written products of the students and the 
marking. Some of them just write down the marks and get the things done for 
the panel. 
I Does the English panel check the students' compositions from time to time? 
L: I don't know honestly, for our school, they are not checking the students 
but checking the teachers. They are checking the performance of the teachers. 
For English writing, if you mark the students' compositions with all the red 
marks, that means you are so hard working. Otherwise, you would be claimed 
that you don't care about the students' performance. So far, the situation is 
like that. I don't know what's going on in other schools but I've worked here 
for eight years and that's what I've observed so far. They won't look at the 
students' works and see whether they improve or not …how comes they do the 
first paragraph and the second paragraph like that •.. they should discuss the use 
of the textbook and the layout of the writing tasks in the teacher conference; 
however, they don't. We should pick out what kind of mistakes the students 
usually made and write another writing schedule to help them. 
I: Do you think the students would welcome this methodology focusing on the 
written product? 
L: No, of course not. It depends on the class ...let say, the students would be 
very happy to look at the marks . . .for example, they would be very happy if 
they get twelve out of fifteen. But actually, it depends on how does the teacher 
mode the students to write. The teacher can always give the students high 
marks even they write up the compositions with a lot of mistakes. Giving high 
marks does matter to me. However, we should tell the students the process of 
writing is very important. The students are not doing the compositions for a 
mark/ grade at school only. They are doing things compared with students 
from other schools in the HKCEE, right? We should put things beyond the 
grade ...to look forward ...to what does writing really mean to theriL 
I How do you think about different writing contexts? As I know, most of the 
time, Agnes does her writings at home. Then what do you think is the major 
difference between writing at school and writing at home? 
L: Usually, I ask them to do the composition in the class but let them do the 
preparation at home first. After that, I'll ask them to do the composition 
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during the class ... and we usually get a double-period for writing. If they 
can't finish their work in school, I'll let them finish it at home. 
I: Do you think they can do a better job at home? 
L: Yes I think so. It is because they can find other sources or information for 
their writings. They can ask the tutorial teachers ... whatsoever. For the free 
writing/ journal keeping, I'll ask them to do some preparations at home because 
I'm sure if they can get some information beforehand, it will definitely be better 
than writing up things on their own. I don't want to mark the garbage anymore. 
If they ask their tutorial teachers, parents ... some people who can help them, 
and then I can mark the compositions easier. It's better for both the students 
and the teachers. 
I: What is your general opinion about the teaching of writing? Do you have any 
suggestion? 
L: I think it's better to know the role of teachers. What kind of focus in writing 
instruction should be given to the students. For example, teachers should think 
it over at the beginning of the term ... let see ... what kind of focus you would 
like to the students to learn about vocabulary, the sentence structure ... the essay 
types as we got many kinds of essays like argumentative, descriptive, 
persuasive ...etc. You can have different ideas to be imposed on the students. 
It is the teachers who should make up the decisions. Although some people 
would claim that the students' standard is not the teachers' standard nowadays, 
the teachers should focus on the interests of the students. If they are interested 
in that, we should do something about it. I think the learning atmosphere will 
be better than the teacher-dominated one. 
I: How can you know the students' interests? 
L: From their way of talking, from their social life to each other .. .I'd look at such 
kind of small things to observe their trend. 
I: Do you enjoy the process of teaching writing? 
L: To some extent, I enjoy it. It depends on the topics. For me, I don't like the 
topics provided in the textbook. However, the school asks us to follow the 
textbook. Actually, we got two kinds of compositions, one is according to the 
school syllabus and every teacher has to follow the instruction. For another 
kind of composition, we can do whatever topic we like. But I don't have 
enough time to ask the students to write on the second type of composition. 
Sometimes, I'll ask them to write stories ... funny stories, detective stories and 
stories about their daily life. 
I: Would you count the marks of these compositions for the final grade? 
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L: I won't. . . because I really want them to write naturally and come up the ideas 
they like. I just want to keep the happiness of writing for them. As I am a 
form teacher for one of the Form Five classes, I also ask my students to keep the 
daily, of course written in English, for me. They can share their feeling with 
me, and I think it would help them a bit for writing English in the future. 
I: How do you think the length of the students' compositions? Do they find any 
difficult in meeting the number of word requirement? 
L: It should be about 300 words for the certificate level. For Agnes, so far so 
good. It's fine ...she has no problem in meeting the requirement. If the 
students can't meet the requirement ... let say, just write up around 250 words, I 
won't mark their compositions. I'll ask them to do it again, and they would 
write a bit more ... not up to 350 words, but around 280 ... it's fine to me. 
I: For the Form Four and Five students, do you think the writing topics should be 
based on the past paper? 
L: For the examination-oriented approach, the writing topics/ formats should be 
based on the instructions given by the Examinations Authority. If it is not for 
the exam, let say, the free writings, I think the students should be exposed to 
different kinds of writing topics. And they actually enjoy the processes of 
composing the free writings, I think. 
I: What kind of suggestion would you give to your students if they want to 
improve their writing skills? 
L: I think they'd better read more books. Reading is important to writing. 
There's an old saying that the more you read, the better you write. It's true. 
For most of the students, I don't think they do lots of readings. Even I ask 
them to go to the library and do some readings there ... I've tried once ... I also 
set a target for them which is they should read a book every month and hand in 
a book report to me. They do it but just do it in a few sentences like “I like this 
book", "It's very interesting" .. • etc. I think it's the culture of the school. I 
always think that an EMI school would do it better, and this is a CMI school 
which makes it more difficult to cultivate an English-learning atmosphere. 
Our principal wouldn't go for such kind of... I don't know. I think all the 
teachers should do the work together, it isn't a task for a single teacher. If only 
one or two teachers ask the students to do more readings, nobody would listen 
to them. Other teachers still think that the product is more important, and we 
don't have enough time to focus on the process and to push the students do to 
the readings though everybody knows that reading is important. That's the 
reality. Right now, we're talking about the quality of teaching, as long as the 
teacher's performance is well, that's fine. Nobody would care about what are 
you doing with the students. For me, life is important in my theory. I 
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treasure the rights of each individual, every single student... as well as the 
process of learning rather than the product. Perhaps, their products are not so 
good as their make progresses slowly. I want to take care of their process of 
learning though I may fall behind the teaching schedule. It is the 
compensation ... if you want to go into details of self-discovery of the students, 
you will miss some parts of teaching. It's like a trade-off. 
I Do you think studying English literature would help one's thinking process as 
well as writing ability? 
L: I think so. However, no every one likes literature since it's very difficult. 
Even for myself it is a compulsory subject in high school when I studied in 
Canada. It's fine for me to study as it's compulsory, see? But it's true that 
literature works help one's imagination. Just like Chinese, if you read more 
old Chinese sayings, you can understand the culture better ... the root of the 
knowledge. 
I: Do you have any other opinion about teaching of writing? 
L: The writing atmosphere. As what I've said at the beginning, it's students' 
need and urge to write which promote writing. If you got the need, you know 
and understand what you are writing. It's also the motivation or incentive . . 
whatever kind of words .. • which moves the students to do whatever they like. 
I like the word "intrinsic" ... it's a very good word here. It is the inner-self 
that pushes someone to do something interesting. Just like your study, you like 
study English and that's why you are going for M.Phil. If you don't like 
English writing, I don't think you would do this research, right? You have a 
need to do something about your interest, and that's why you come a long way 
to here and do the interview with me. I think the students should also have this 
kind of urge. Unfortunately, no everyone got the needs in English. In this 
society, you can just turn go the TV or get to the Internet, and then you got 
everything. Students seldom use their brains. 
I: Mrs Fung, it's near the end of the interview. Thanks so much for your time 
today. 
L: You're welcome. 
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Appendix T (cont'd) 
Starberry's teacher interview (Transcript) 
Date: December 17, 2001 
Time: 10:00-11:15 am 
Interviewer: Carol Cheung (I) 
Interviewee: Miss Chui (C) 
I: Miss Chui, first of all, thanks a lot for agreeing to give me some time for the 
interview today. It mainly concerns the teaching of writing in your English 
writing class. Let's start the interview. What do you think is the main goal of 
teaching writing? 
C: The aim is to teach students how to use the language that they leam in the 
English lessons such as some expressions and vocabulary. On the other hand, I 
want to teach them how to organise the ideas in a better way so as to make their 
writings accessible to readers. After achieving these two aims, the ultimate 
one is to handle the writing tasks well in examinations. 
I: Based on these aims, what kind of input do you provide to the students in the 
writing instruction? 
C: In terms of language, the inputs include the vocabulary and related expressions 
that they have leamt in the previous English lessons. For the writing itself, I'll 
teach them the basic organisation such as introduction, main paragraph and 
conclusion. To be more precise, I teach them the basic format for the formal 
and informal letters in the first few writing tasks. 
I: As I know, you have prepared some writing guidelines for them to follow. 
Then how would you make use of these guidelines? 
C: We usually spend six periods, in average, on one single writing task. As we 
have limited time for teaching, I first distribute the outline/ writing plan to the 
students and ask them to read it before they come back for the composition 
lesson. I do this in the hope that it would save up some time for our lesson and 
also speed up the learning of the materials. Although most of the students 
won't study the outline at home carefully, I stilt want to keep this practice. 
Nevertheless, I also consider the time schedule and the difficulty level of the 
task. Some simpler tasks such as informal letter, I don't need to go through the 
outline with the students explicitly in the class. They can just refer to the 
layout/ format suggested in the outline and start writing on their own. In its 
stead, I discuss the content with the students in the class. I want to give them 
some inspiration and let them think about how and what should they write for 
374 
each paragraph. It can be said to be a brain-storming task. I would spend 
about two periods on going through the writing plans with them. Actually, our 
teachers would spend much more time in preparing the writing plans for the 
students, especially our focus is on the organisation of the essay. Finally, I 
spend two periods on doing the compositions, and then another two periods for 
follow-up exercises and revision. 
I How about the relevant expressions and vocabulary? 
C: Most of the expressions and vocabulary that included in the writing plans have 
been already leamt by the students. Some new expressions are also added to 
the list for their reference. 
I: What would you do after discussing the writing plan with the students? 
C: It depends on the time. If I get spare time, I'd love to ask them to hold group 
discussion among themselves. Moreover, I'll also take the class level into 
account. In fact, there is great discrepancy among classes, and each class has 
different feedback on what I've prepared for them. For the better classes, I can 
carry out the idea-generation/ discussion activities with them, and then ask them 
to present their discussion outcomes in front of the class. For the rest of the 
students in this school, to be honest, they are not very strong in English. 
Hence, even if they are provided with the chance to discuss among themselves, 
the result is not so satisfactory. 
I: As you have mentioned several times, time limit is a problem for the writing 
lesson. Would you ask the students to finish their writings within the lesson? 
C: It depends on the writing tasks and how difficult the compositions are to the 
students. Basically, we aim at finishing the compositions within two periods. 
In case the students are unable to finish their writings, at least, they have to 
finish half of the compositions before the lesson ends. I think our students 
have little self-management/ self-control. Some of the compositions would be 
given to the students as home assignments during school holidays. However, it 
is found that some of the students won't follow the writing plans when they 
write at home. They write the compositions carelessly for the sake of handing 
in the homework on time. Any ludicrous thing can be found in the take-home 
compositions. I've once received a composition without a complete sentence 
as the ending. I've discussed with my colleagues and all of us agree that we 
are not looking for complete essays from the students within the class time; 
instead, we aim at helping the students to think that the writing tasks are not as 
difficult as they supposed. As you know, the beginning is the most difficult 
part for every single task. Hence, we are here to help them to get rid of the 
most difficult part in the class. On the one hand, we set the goal of finishing 
the tasks within the class time. On the other hand, we have to accept the 
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institutional limitation that we don't have enough time to do so. So far as we 
have finished three writing tasks, only one of them is completed at school 
entirely. 
I What do you think is the students' most immediate need in the writing 
classroom? 
C: I think what the students need the most is some ideas, writing plans and the 
relevant vocabulary. It's impossible to ask them to find the previously leamt 
vocabulary directly from the textbook. They are too lazy and less autonomic 
to search relevant information by themselves. The only thing I can do is to do 
the preparation for them. I'll list some vocabulary and expressions that they 
have leamt before and also those new ones. Otherwise, they'll find the wrong 
expressions by searching from the electronic dictionary. In terms of ideas, 
they'll just write whatever comes up to their minds if I don't provide the brain-
storming activities and some suggestions to them. I think the most immediate 
need is the planning. When they are provided with a clear writing plan, they 
can finally come up with a satisfactory work. Otherwise, they merely end up 
with some unorganised paragraphs and irrelevant materials. 
I Do you think the students will become dependent on the writing plans that you 
provide? 
C: Actually, they are dependent on the writing plans but it's the only way I can do. 
According to my experience, if there is no good input for the students, teachers 
can't expect any good output from them. Since they are promoted to Form 
Four, they have not been familiar with the syllabus yet. Worse still, there is 
great discrepancy among the students. As a result, we decide to give them 
more language inputs this year rather than asking them to give the product at 
this preliminary stage. Throughout this year, we'll lessen the inputs for them 
until they have a better handling of the syllabus. We hope that they can 
produce the written products on their own at the beginning of next year - Form 
Five. At that time, it is expected that they are able to handle well what they 
have leamt from this year and make good use of it. I'm sure the materials 
would prepare them in handling the writing requirement for the HKCEE. They 
are expected to leam the basic approach for doing a piece of writing such as the 
organisation. Moreover, we want to get them exposed to the way of 
thinking ... how and in what ways should they come up with ideas properly 
when given a writing topic. I think it is the way of thinking/ flow of thoughts 
that becomes the most essential element for a good piece of writing. We are 
giving this kind of training to the students so that they can make use of what 
they leamt (vocabulary and expressions), together with a logical thinking. 
According to my experience, the hard-working students do benefit from these 
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writing plans and develop confidence in writing. Even if they leam nothing 
new in the writing plans, they can learn some basic techniques from them . •. 
10%-20% basic techniques is good enough. 
I As indicated in the Personal Particulars section, you are presently teaching 
junior forms as well. What is the main difference between teaching of writing 
to junior forms and that of senior ones? 
C: The main difference is that the syllabus is not so intensive in the junior forms. 
Moreover, the textbooks for the junior forms are better designed so that the 
teachers can rely on the ready-made materials. We don't expect too much 
from the junior forms and the main focus is to provide them space for self-
development. 
I On what basis do you select the writing topics for your students? 
C: For Form Four and Five students, we select the writing topics based on the past 
papers. We find that the topics are quite appropriate to our students which are 
neither too difficult nor easy. 
I What kind of writing topic is the students most interested in? 
C: There is no particular topic that enhances the students' interest as long as the 
topic is not too difficult for them. As far as I concern, they don't have any 
particular preference. The most important thing is whether a writing guideline 
is provided. If yes, they are happy to do the composition. On the other hand, 
they won't feel interested in writing even if an interesting topic is provided. 
I: When you are marking students' compositions, what is the most important 
criterion in evaluating their works? 
C: I follow the criteria set by the HKCEE. There are two main areas in the 
evaluation scheme, namely, language and content. In my opinion, the 
language part should be paid more attention to for the students in our school. 
If their language fails to express the ideas properly, content is then out of the 
question. Furthermore, since organisation and some of the content have been 
already provided in the writing plans, the students should have a ready scope of 
ideas for their writings. Their compositions are more or less the same in terms 
of content. As a result, I would look for the language use while marking their 
compositions. 
I What are the most common errors in students' compositions? 
C: There are a lot of grammatical errors in their compositions. The most common 
on are tenses, subject-verb agreement, sentence structure and spelling. 
I: How do you deal with these errors? 
C: I sometimes correct the errors and write the correct forms for theiiL I'd also 
write the marking codes beside the errors and ask the students to correct on their 
own. For those careless mistakes and simple ones, I'd just write the codes as 
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I'm sure the students can understand what's going wrong and fix the mistakes. 
For example, I'll write a letter “T” standing for the misuse of tenses. On the 
other hand, if I write a marking code for the wrong sentence structure, the 
students can't fix it by themselves. Some of them even skip the sentence in 
corrections or copy the marking codes directly, as they really don't understand 
what mistakes do they make. Thus I'll write the correct sentence for them and 
they can just copy it for the corrections. It also depends on whose composition 
I am marking on: for the smart students, I'll give the codes as I think that they 
can realise the mistakes. For the rest of the students, I don't want to waste 
time and I'd prefer giving them the correct forms directly in the hope that they 
can leam a lesson from their own mistakes. 
I Would you discuss the common errors with the whole class? 
C: Yes, I do. I pick out some of the errors and type them out for discussion. On 
the one hand, it saves up time for not discussing with individual student. On 
the other hand, it serves as an extra proof-reading exercise for the students. 
I: Do you hold any individual writing conference with the students? 
C: I don't have the conference regularly. Instead, I will walk around the 
classroom when they are doing the composition, and talk with them individually 
about their writing problems. If they have many careless mistakes including 
the punctuation, I'll highlight the mistakes and discuss with them after school. 
However, this practice only involves a small number of students only because of 
the limited teaching time available. 
I: Do you write any comment for students' compositions? 
C: Yes. I praise on their good work and also give reminder on the mistakes. 
However, they are only short comments with several words. I don't have 
enough time to fill in some kind of review sheets for each student. 
I: What do you think is the best way of providing feedback to the students? 
C: I think the best way to give feedback is having writing conference with every 
single student. If it is possible, I'd like to sit down with them individually, 
pointing out some of the mistakes and discussing with them one by one. 
Students would then have better impressions on their own writings. It also 
saves teachers' time in giving the comments in words. I find that even 1 write 
comments to the students, they seldom read it carefully and some of them don't 
know what I'm writing about. It then becomes useless to write a lot of 
comments to them, does it? I always think that a face-to-face communication 
is the best way to tell your students what they are expected to do. 
I: Do the students have peer review among themselves? 
C: No, of course not. The students in this school seldom or never do peer review 
on their writings. Even they are asked to share some good compositions 
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among themselves, they are unwilling to do so. The circulation is bounded to 
two or three students only. Perhaps, they are lack of the appreciation ability, 
and thus become unable to enjoy reading from peers' good works. They don't 
know how and what to be leamt from each other. The only thing I can do is 
choosing some good compositions from them and then typing them out for class 
appreciation. I'll tell them in what ways do their peers do a good job on the 
topic and encourage them to learn from the good works. Nevertheless, it won't 
be done for every writing task as there is few good writings worthy of class 
sharing. 
I When you allocate time to write a composition in class, do you give your 
students extra time to review their compositions? 
C We don't have enough time for doing several drafts for each writing task. It 
takes too much time to do so. I guess it may take at least three to four teaching 
cycles to finish one writing task. In fact, I once used this approach for the 
Form One class last year. It turns out that most of the students are unwilling to 
make any change in the second draft. They complain that it's too troublesome 
to think and write the essay again and again. The result is just the same as the 
students copy the same thing from the first draft only. Instead, I'll give them 
three to five minutes for reviewing their writings before handing in the 
compositions. For those who can only finish the compositions on time won't 
have spare time for revision. Yet I'll remind them to go through the writing 
once again and try to correct the mistakes. However, it remains a question of 
whether they really pay attention to the writings. Even so they would just 
make some local changes in terms of language rather than making major 
changes for the whole essay. I know some of the students would claim that 
correction is the teacher's task. They would leave it to me to correct the 
mistakes for them. It's too irresponsible. I do think that they are able to 
correct some careless mistake such as spelling by themselves. Unfortunately, 
most of the students are too lazy to do so. Only a few of them would review 
their works carefuUy and seriously. They correct the mistakes by using 
correction pen. It s very rare 
I: How many compositions should be finished within a semester? 
C Four to five pieces a semester. If everything has to be done in class, it'll be 
very rush as we don't get enough time. So, I sometimes give the compositions 
to the students as home assignments during school holidays. Anyway, I'll go 
through the writing plans with them beforehand. It saves up some time. 
I: Do you find any difference in their compositions writing at school and writing 
at home? 
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C: Yes, there are some slightly difference between the two writing settings. After 
all, it depends on the student himself/ herself. If s/he is serious for writing, the 
outcomes are similar under both settings. But you will find some tidy 
compositions for the home writing tasks. You will also see their effort in 
modifying their writings and making them tidy and clean. I really appreciate 
that. And they are not able to do so in class as time is rather tensed and rush. 
On the other hand, the slovenly students would do the same under both writing 
settings. Worse still, they would be less concentrate on writing when there are 
other distracters around the home environment. One of them once handed in 
an incomplete composition to me as home assignment. It's just ridiculous. In 
my opinion, the school writing setting provides teacher supervision over 
students' writing processes, and hence they are likely to hand in something 
within the time limit. However, it's hard to say which writing setting is more 
favorable. 
I: Do you think the students have any difficulty in meeting the required number of 
words? 
C: They don't have any difficulty in meeting the required length in the condition 
that there are writing guidelines provided. As you know, there are some 
keywords and relevant expressions suggested in the writing plans that the 
students can make a good use of them. Nonetheless, half of them may have 
difficulties in coming up with certain ideas and appropriate vocabulary for their 
writings, if no more guidelines are provided. If they follow the guidelines 
properly, I'm sure there won't be any question in meeting the number of words 
requirement. For those who don't like any planning ahead would just write 
down whatever comes up to their mind while writing. As a result, their 
writings will fall behind the basic word requirement. At this stage, the 
minimum word requirement is 250 words. I expect them to write at least 240 
words which is still acceptable. If they only write up to 200 words, I'll 
penalise them by adjusting the content marks, and remind them to write more in 
the coming compositions. 
I: How about the writing tasks in the examinations? 
C: Of course, there won't be any writing plan provided for the examinations. The 
students have to do the planning on their own. It's like what they have to do in 
the Paper I (HKCEE). They will be provided with three to four writing topics 
to be chosen. According to my experience, the students generally don't do a 
good job in the first term examination. Perhaps, they haven't familiarised 
themselves with the formats of the writing tasks and types since get promoted to 
Form Four. When they attend the final examination in Form Four most of 
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them show apparent improvements in writing. It is claimed that they have got 
some ideas for organizing their writings throughout the year. It reflects the fact 
that the provision of writing plans does help some of the students in developing 
their writing abilities. 
I: How do you describe the writing ability of your students in general? 
C: Poor. It is not only for the English writing but also the Chinese writing. 
There are always some illogical ideas presenting in the students' compositions. 
I once asked a student to explain to me his intended meaning for the writing. It 
turns out that it's something going wrong with his ideas, not only with the 
language. Even in the Chinese writing, they make the same mistakes in the 
thinking process. There is no logical thinking after all. When they do the 
English compositions, most of the students come up the ideas in Chinese and 
then translate them into English. However, their translation skills are so poor 
that sometimes they just twist the original meaning. Some of the students just 
translate the meaning word by word. If they don't know the appropriate 
vocabulary in English, they will look it up at the electronic dictionary. Worse 
still, if don't know how to write the word in Chinese, they will simply use the 
homonym eclectically. Nearly half of the students don't even know whether 
they write the compositions with correct grammar, they just write down 
everything in their mind and leave it to me for correction. 
I What do you think is the main reason contributing to the poor writing ability of 
the students? 
C: I think it is because they don't have any reading and writing habits. They read 
and write because they are asked to do so by the teachers. Doing the 
compositions is a kind of homework to most of them. As far as I concern, they 
don't really enjoy the writing processes. 
I What do you think is the relationship between reading and writing? 
C: In my opinion, reading serves as an input to writing. When you read others' 
writings, you can leam how to express ideas and use vocabulary properly. It is 
a kind of appreciation and sharing. It also cultivates the judgement ability 
towards others' writings; in return, students realise what makes a good piece of 
writing, and become more objective towards their own writings. If they don't 
like reading, they seldom have an idea of what a good composition should be 
like. They have no concept about the organisation and structure of a 
composition. 
I What kind of books do you recommend your students to read? 
C: In the recent years, the Education Department has allocated many resources for 
the ERS (Extensive Reading Scheme), ranging from the junior forms to upper 
forms like Forms Four and Five. However, students' workloads are so heavy 
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that they can't spend all the time on one subject, English. We can't afford to 
spend two or more lessons on the reading assignments in the library. The only 
thing we can do is giving encouragement to the students. Let say, we'll give 
them a prize if they can finish reading a certain number of books within a term. 
Unfortunately, the result is not so satisfactory or even discouraging. The 
students would prefer not having prize than doing some readings. It turns out 
that not many students benefit from the books allocated by the ED On the 
contrary, I'll give them assignments such as book reports during school holidays. 
It is a compulsory assignment so that the students can have a few chances to do 
some readings at home. It's only a slow progress but we still have to make it 
in the hope that it will become a habit rather than a piece of homework. The 
most popular books are adventure stories and detective stories. We seldom 
choose literature works for our students as they may find the books boring. 
The principle is choosing some simple but interesting books for them. Those 
books may be suitable for the students of lower forms in Band One schools. 
They won't be too thick and difficult to read for our students. The greatest 
problem for the students is that they don't have enough time to do extra 
readings. Their school workload is so heavy that they don't want to do any 
extra work for studying in the leisure time. 
I How do you encourage them to do more writings? 
C: I think they seldom write in English apart from playing ICQ on the Internet. 
However, I don't think they use accurate and formal English in ICQ. I've once 
told by one ofthe students that they use the so-called "ICQ language" to 
communicate with each other. For example, they use small letter "i" for the 
word "I", and it really appears in their school compositions. It's not good way 
to use the language. Instead, I'll encourage them to contribute articles to the 
newspapers and the campus journal They claim that they don't have enough 
time for doing the compositions assigned by the teachers, not to mention writing 
articles to the contributors' columns. I think some of them may keep diary but 
written in Chinese only. 
I Do you assign any free writing to the student so that they have more chances to 
writing in English? 
C: In this term, I ask them to make sentences by using the vocabulary leamt from 
the textbook. In the second term, I'm going assign several free writings based 
on the topics they are interested in. It's a kind of writing practice and 
communication between the students and the teacher, and thus I won't mark it 
as serious as I do in the formal composition. I'll focus on the ideas that the 
students write, and highlight the obvious grammatical mistakes only. 
I What is your general opinion about the teaching of writing? 
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C: Writing can be very interesting which makes use of the language you have 
learnt. Although there is a writing topic, it's the writer himself^ herself who 
initiates the writing and brings it into foil play. The writer can write whatever 
s/he wants to share with others. I also enjoy teaching of writing. When I 
come across some good compositions, I can also benefit from them. However, 
as I have been working in this school for more than ten years, it becomes quite 
boring as most of the students here would just follow what the writing 
guidelines suggested and there is not much new ideas in their writings. 
There's no more surprise! I can't find special satisfaction from the marking of 
students' compositions. However, if there is no more writing plan, teachers 
may face greater difficulties in marking. 
I: Do you spend much time in preparing the writing plans to your students? 
C: Yes, it takes a lot more time to prepare such task than to set up the single topic 
to the students. Moreover, we do the writing plans with full caution since most 
of the students would depend on what we provide in the plans. It would affect/ 
mislead students' writings if there is anything wrong in the writing plans. In 
our original plan, all the English teachers would sit for the conferences regularly 
and discuss the writing plans together. However it's hard to coordinate among 
the teachers as everyone is busy for the tight teaching schedule. As a result, I 
have to make the writing plans on my own according to the level of my 
students. 
I: What kinds of writing types are the students most interested in? 
C: Every student has his/ her own preference. Generally speaking, most of the 
students like writing on imaginative stories which provide them with space for 
creativity. On the other hand, those who are used to rely on the writing plans 
would like writing straightforward topics about their daily life and picture 
descriptions. Those topics have provided basic ideas for their writing so that 
they don't have to think. 
I: Do you think your students enjoy English writing? 
C: No. The students rarely enjoy writing in English because it involves too many 
things in the processes. It combines the organizing skill, presentation skill and 
finding the proper vocabulary in expressing the writer's meaning. Our 
students always find difficulties in finding the suitable words to express 
themselves, and then put the ideas in a good organisation. Moreover, it's a 
rather boring task as writing requires them to sit down and think over the topic 
for a long time. 
I: Some of the teachers would focus on the written products that students 
produced. They look for the accurate use of the language, and thus pick out all 
the grammatical mistakes in students' compositions. The students may get 
383 
upset as they see all the red marks for their mistakes over the compositions 
Do you think it's one of the reasons causing the above phenomenon? 
C: To some extent, I agree with you. However, as far as I concern, the students 
who get upset from poor performance are those who care about their studies. 
It's only the minority. Even there are fewer mistakes in the compositions, the 
students won't appreciate their own performance. Instead, they would just 
look at the total marks given. They seldom pay attention to the mistakes do 
they make, not to mention avoiding the same mistakes next time. Hence, I 
think giving a total mark is more important than giving a general comment to 
them. I divide the total mark into three parts: language, content and 
organisation. It shows to the students that which part do they do well and 
which part should they improve. I'll also take reference to the grading 
standard set by the HKCEE, and show it to my students which grade will their 
writings get in the public examinations. 
I What's your suggestion to the students if they want to improve their writing 
skills? 
C: Being willing to write is the basic requirement to composing. Read more, 
appreciate more, and practise more. No pain, no gain, right? Students should 
not give up when they face difficulties at the early stage. It's a long process to 
develop good writing skills and get progression. It's also a matter of learning 
culture. In this school, there is no cooperative sense among the students. 
They should cultivate the atmosphere of competing with each other and learning 
together. I really want them to share their works and leam from each other. 
I In general, do you enjoy the process of teaching writing? 
C: Yes, I do. After I've put effort in preparing the writing tasks, I would be much 
appreciated when seeing some of the students make good use of them and come 
up with good pieces of writing. It's always the happiest moment for the 
teachers when the students get improvements in their studies. Writing is the 
best tool for showing how much do the students leam in the language. In a 
word, I love writing myself as well as the process of teaching writing. I love 
marking the compositions, too. Marking compositions is different from 
markings of other papers which require many drilling exercises. Writing 
shows one's flow of thoughts so that I can understand what and how the 
students think. It's another kind of communication between the students and 
me. On the other hand, I'm quite disappointed by the writing ability of the 
students in Hong Kong. They do need more practices and try to enjoy the 
composing processes. 
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I: Miss Chui, that's much so for the interview today, thanks for your time. 
C: You're welcome. Thanks for coming to our school. 
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